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ABSTRACT

This study explores children's ways of conceptualisation through what children draw and
what they say about their drawings. Drawings taken from 40 children between the ages of
5-10 form the main data of the study. Ten basic categories are drawn from a careful
analysis of the drawings. The study also includes what children say about their drawings.
The talk about their own drawings forms the language component of the study. The talk is

organised into eight basic language categories drawn from an analysis of the talking data.

Piaget's theoretical understanding of children's cognitive development is used to frame the
data. Lowenfeld's (1975) broad developmental stages of children's art was used to test for
correlation with the sample's output. In addition Sinclair's (1992) linking of children's first
utterances with the form of children's most fundamental self expressions in language, are

annotated.

Piaget's cognitive understanding of children's developmental thinking strategies are used to
explain the strategies children use in their drawings. Indications are that the drawings do
reflect a developmental process but this needs to be borne out by further research. The
study bears out Lowenfeld's (1975) contention that there are unique ways of applying the
basic conceptualisations of spatial relations in children's drawings. The presence of first
and second language speakers in the sample points to the possibility that second language
users may resort to basic and fundamental language structures when they use a second

language. This aspect too would need more specific further research.

Finally, the categories found could form a tool to enlarge an understanding of the found

trends with a larger sample.

The objective of obtaining some understanding of how children's minds work in the way
they solve and approach their drawing and talking tasks was achieved within the constraints

of a relatively small sample of children.
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CHAPTER ONE: INTRODUCTION AND BACKGROUND

This study investigates conceptualisations of children between the ages of 5 and 10
years. The children were selected from the same preparatory school which is a
relatively poor ex-Model C school situated in a Cape Town suburb. The children were

asked to make a spontaneous drawing and then talk about it.

Spontaneous drawings, rather than a set task, are chosen as such drawings can indicate
children's own preferred approaches and subject-matter choices and reveal underlying

conceptualisations typical of children and age groups.

The study looks at children's conceptualisations mainly from a Piagetian perspective and
related relevant research. Lowenfeld's (1975) description of developmental stages in
children's art was found to coincide to a large extent with the drawing developmental
trends represented in the sample of drawings. The talking data have been interpreted
in relation to Piaget's basic thinking strategies of cognitive development. Sinclair's
(1995) suggestion of the existence of a relationship between early and later speech
utterances of children is used as a means to understand the dominant speech forms of
the sample. Where appropriate links are made between the thinking strategies of the
talking and drawing data.

A second feature of the study is the actual language spoken by the group of children at
the school. The last few years (post apartheid) have introduced a new language
situation in the school for two main reasons. Firstly, there is a dwindling Afrikaans
speaking population at this predominantly English medium school because of the
dwindling Afrikaans population in the vicinity. Afrikaans is at present being phased out
as a language medium. At the same time there is an increasing number of children who
speak an African mother tongue. The ability to speak and understand English in this
group of children ranges from having to learn English at school to a good facility in
English. There is a third group of English children who attend Moslem school in the

afternoons (where they learn Arabic). The divergent language population has been



represented equally across the sample range.

Initially it was hypothesized that the diversified language and cultural situations of the
children should be reflected in the groupings of the sample mn every age related group
of four. However after the sampling had occurred it was found that in reality such
groups contained no neat boundaries. For instance there were children from a Xhosa
speaking home whose best language was nevertheless Afrikaans (having attended
Afrikaans schools) and there were Moslem children n the English medium classes

whose mothertongue was Afrikaans.

While the sampling has been directed by the four main populations as they characterised
the school population at the time, it was subsequently found that this aspect of the study
was too complex to be considered in any meaningful way. As a result contextual
factors have been largely ignored. They would entail a logical next step of
investigation. As it is, the qualitive analysis of the thinking strategies exemplified mn
the drawing and talking data from the focus of this study.

My main objective n the undertaking of this study was to have some understanding of
children's drawing between the ages of 5-10 from a developmental perspective. Hence
children's own interpretations as accompanied i their talking about the drawing was
hoped to give an added insight into how children's minds work. It & the qualitative
analysis of drawing and talking manifestations that s expected to, at the very least,

broaden my own insight into those forms of self expression of children and their worlds.

The study uses the data as an empirical starting point from which patterns or similar
groupings are inferred froin the talking and drawing data. Drawing and talking
groupings with similar characteristics are separated into drawing and talking categories

and these categories are operationalised in chapter four.

The dominant drawing category is the Two dimensional rendering of space category

which divides reality mn a clearly separated above and below plane which is typical of



the 6 and 9 year old age group. It manifests throughout the sample's age range. The
most frequent manner of speech is characterised as the Enumerating elements category,

which ranges throughout the sample.

It appears that within these categories there are age related trends in children's drawing
-and talking data. This means that a slightly younger or older sample group would be
expected to have a different dominant drawing and talking category and groupings of

occurring speech and drawing forms.

The discussion and interpretation of available data focuses on the illustration of how
children's conceptualisations manifest in their language usages and the ways and means
of representation discernable in their drawings. Salient features of egocentric thought
are explored in relation to the way children structure space in their drawings. This can
manifest in the way children represent objects one after another rather than in relation

to each other.

It is only when children learn to separate themselves from that which they perceive that
they begin to learn to focus on relational aspects between objects and phenomena. This
attainment can be seen in several aspects of thought, such as syncretic organisation of
space in the Two dimensional rendering of space category and the Description of actions
talking category and the eventual mastering of the representation of the three
dimensional plane on a flat surface. The latter is the result of the growing ability to see
the logic of relations as exemplified by Piaget's concept of the irreversibility of thought
which can be seen as a development from purely personal associations, which are

usually driven by affective interest rather than logical implications.

There is no attempt in the study to arrive at any proven conclusions. The sample of40
children when divided over a range of 5 years is simply too small to deliver significant
statistics. A larger group would have made the drawing and talking data rather
unmanageable given the constraints of a minor dissertation. The aim, therefore, is a

characterisation of children's drawing and talking data and to relate these to evident



thinking trends and strategies.

The study deals first with relevant literature in the field (Chapter Two). The chapter
is fairly detailed because the chapter is at once both a review of the literature and a
basis for placing the theoretical insights which inform the study.

Chapter Three sets out the methodology adopted in the study. The empirical work is
described. Analytical and interpretive categories are named together with explanations
of how these categories were derived. Categories for drawing (10) and categories for
talking (8) are included.

Chapter Four outlines the results. The language issue is briefly annotated. The
drawing and talking categories of the sample are listed and defined in relation t
examples in the data. The co-occurrence drawing and talking categories are abstracted
and presented in terms of gender, age and language.

Chapter Five discusses the drawing and talking data as they are represented in the
categories from a conceptualisation perspective. There is a brief reference o the co-

occurrence categories of talking and drawing.

Chapter Six summarises the findings and concludes how the general characterisation of
children's conceptualisation strategies fits n with developmental trends of related

research.



CHAPTER TWO: LITERATURE REVIEW

This chapter reviews the literature on ways in which children's conceptualisations of
their realities. Conceptualisation can be defined as cognitive style, ie the way children
think about and approach a specific task. In this study this is exemplified by the way
children solve and relate to the problems posed by the tasks of (i) spontaneous drawing
and (i) talking about what they have drawn to me. The study assumes that there are
developmental stages in children's thinking and approaches to their tasks and to the way
they will solve the problems posed by the tasks, eg representation, spatial organisation
and structuring.

"Drawing” is taken to mean "the act and technique of making a picture with pencils or
brush; the picture so made” (Odhams Dictionary, 1955, p 345). Talking can be defined
"as expressing in words" as the process of disclosing information and communicating,
(Odham's Dictionary, 1955, p 1057). It refers to what is of relevance to the child (in
this case stimulated by the drawing). Talking is defined with reference to the intentions
of what the child is trying to say, to everyday ordinary speech as well as what the oral
expression reveals about children's relation to their drawings. One thing this study tries
to establish is if there are common cognitive approaches underlying the two tasks of
drawing and talking and to what extent and how these cognitive approaches-manifest in
different children and across age groups.

It is anticipated that there will be individual problem solving methods manifest in the
data as well as examples of general age and developmentally linked conceptualisation
approaches to tasks in the children of the sample. It is this polarity or tension of
individual versus universal trends in thinking and the ways that children characterise
their realities, that forms the basis of inquiry of this study.

The review falls into two sections: 1 CHILDREN'S MINDS and 2 CHILDREN'S
EXPRESSIONS. The latter will consist of a review of literature on (i) children's
drawings and (i) children's talking.



The former considers Piaget's stages of children's cognitive development as relevant to
the drawing and talking data of this study. These two sections do not indicate neatly
separable domains of research, because the way children think will manifest in
everything they do and a certain amount of overlap can be expected. In the same way
core structures i children's thinking abilities as theorised n Piaget's developmental
cognitive stages of children, can be expected to extend over several behaviour domains
such as talking and drawing. The concept "structure" refers to a hypothesised
conceptual frame or inferred cognitive part and refers to the form this would take. In
this review the actual manifestation of the hypothesised cognitive structures receive the
emphasis, not the neuropsychologist's concern of how and where i the brain such
hypothesised structures are situated. The fact that children demonstrate the same
thinking strategies will suffice for the assumption that a common cognitive structure may
be hypothesised to exist as a causal link.

.1. CHILDREN'S MINDS

Piaget was concerned in his research with cognitive development from infancy to
adulthood and he discerned typical developmental cognitive stages in children, which
he claimed to be invariate. These can be differentiated qualitatively from each other;
that is to say, although built on the capacity of a previous stage, each developmental

cognitive stage 1 essentially new.

Piaget (1970) distinguishes different forms of representation, which he combines under
the general concept of the semiotic function or the symbolic function. "This function
s the ability to represent something by a sign or a symbol or another object" (1970,
p45). The semiotic function includes language and deferred imitation, which he defines
as imitation that takes place when the model s no longer there. The semiotic function
includes drawing, modelling and painting and mental imagery, which he agan
characterises as deferred imitation. All these means of symbolising illustrate how
children move "from intelligence that is acted out to an intelligence that is thought".
(Piaget, 1970, p 45).



This study starts at the level of development when intelligence is already internalised
and I am merely indicating what precedes this development. Intelligence that is acted
out, external intelligence, refers to Piaget's Sensorimotor Stage, which spans from birth
to the age of two. Motor activities like grasping, manipulating of objects and the co-
ordination of sensory impressions and motor activities constitute external intelligence.
External intelligence is understood to be a result of the child's active adaptation to his

physical surroundings (Clarke-Stewart & Friedman, 1987, p 19).

Internal intelligence begins to manifest in Piaget's next Pre-operational Stage, which
occurs between the ages of 2 and 7 and is characterised by "the ability to think in
images and symbols and the formation of mental representations of objects and events"
(Clarke-Stewart & Friedman, 1987, p 19).

During the Concrete Operational Stage, between the ages of 7 and 11 children "can
understand logical principles that apply to concrete, external objects" (Clarke-Stewart
& Friedman, 1987, p 19). These are the stages that form a conceptual background for
this study. However the children in the sample fall into the 5 to 10 year age group.

As this study is limited to a 5 to 10 year old age group (the Pre-operational and
Concrete Operations Stages), [ would like to start with the consideration of the thinking
tendencies of the 5 to 7 year old child (the Pre-operational), which i this country
would refer to what is now termed the "reception" year or Grade Oand, depending on
the age of intake, children m Grade 1. The pre-primary child's thinking tendencies
provide the basis for the discussion of the thinking characteristics of the slightly older
child. In the review on children's minds of the Pre-operational Stage I will refer to
egocentric thought which includes juxtapositioning, syncretic thought and irreversibility

of thought.

One major claim of Piaget's theory is that children under the age of 6 or 7 are
egocentric, which Reber defines as meaning that children's speech and thought are

dominated by the child's own internal cognitions (Reber, 1985, p 45). Piaget speaks



of "intellectual egocentrism" which he describes as a spontaneous attitude, which is
incapable of forming a comprehensive view of the universe and subsequently unable to
co-ordinate different points of view (1959, p271). By universe I understand him to
mean reality as it faces the child. One positive result, according to Piaget, of this
attitude is that the child's ego is absorbed m things and in the social group without
necessarily being aware of this.  Children may attribute some of their own
characteristics to things and people and think that they know people and things as they
are. Children are not aware of the fact that beside knowing the objective characteristics
of things and people, they imbue them with aspects of their own ego and awareness
(Piaget, 1959). '

In drawing this would manifest in an immediate realism orientation, a term Piaget uses
to express the absence of any interrelational aspects in the child's awareness of the
universe.  Children would, as a result be expected to focus on objects within
themselves, rather than co-ordinate them from a common point of view. It is only a
release from egocentrism that enables children to decenter and begin to dissociate
themselves and their own characteristics from what they actually perceive. It is the
becoming aware of what is objective within themselves that allows children over the age
of 7 to find their true place within a system of common and reciprocal relationships
(Piaget, 1959 p 271). As such Piaget defines egocentrism as the opposite of objectivity
in so far as objectivity signifies relativity on the physical plane and reciprocity on the

social plane.

Piaget's use of the word egocentrism is not the equivalent of self-occupation, but an
intellectual attitude where children are not able to completely dissociate their ego from
others which results in identification and a lack of differentiation and reciprocity. "The
child can therefore be described as simultaneously being egocentric and completely
absorbed in others" (Piaget, 1959, p 274). For adults an idea or a word is in the mind
and the thing it represents is in the world of sense perception, for the child thoughts,
images and words, though distinguished to a certain degree from things, are none the

less situated in the things (Piaget, 1973).



Piaget attributes this attitude of mind to the child's "intuition", which is characterised
by children's confusion of themselves with the universe and the fact that they are
unconscious of this self. Because the consciousness of self arises from the dissociation
of reality as conceived by the child's mind rather than from an association of particular
contents. "Egocentricity entails a confusion of the child's self with the universe or an
unconsciousness of self' (Piaget, 1973, p 151). The egocentric oriented child begins
by viewing his/her point of view as absolute and becomes only gradually aware of the
essential subjectivity of his’her own point of view and its relative insignificance in the
scheme of the totality of things. It is this absolute or fixedness of the child's own point
of view which I have earlier referred to as immediate realism that is perhaps a most
typical characteristic of an egocentric orientation. Egocentrism refers to the fact, that
the distinction between thought and the external world is not innate in the child, it is
gradually evolved by means of a slow process. The child slowly overcomes "the
intermediate position between the autistic and symbolic thought ofreverie and dreaming
and logical thought" (Piaget, 197, p 401). Aspects of egocentricity will linger on in
the concrete operational phase of the child of over 7 in different ways. As such there
should be apparent in the children's drawing and talking data. Piaget ascribes a number
of salient characteristics to egocentric thought, such as "juxtapositioning", "syncretic

thought" and "preoperational" or "non-reversal" thought.

Juxtapositioning is the cognitive tendency to tie elements to each other in a kind of
primitive .and then. manner rather than to see causal or logical links between them
(Reber, 1985, p 381). Piaget refers to an example of the phenomenon of
Juxtapositioning in drawing, given by Luquet (Piaget, 1928, p 3). Piaget describes the
mostuniversal characteristic ofthese children's drawings as their "synthetic incapacity
that is an inability to portray the existing relations between the different parts of an
object. An object, in this case a bicycle, is made up of details, which are placed
alongside each other. The bicycle shows two wheels, a frame, the pedals and gear. The
cog-wheel is positioned next to the chain instead of inserted inside the chain; the pedals
are drawn as if suspended in mid-air. The child knows that the cog-wheel, chain and

pedals belong together. It is here that the awareness of relationship stops, it does not



extend to a more precise understanding of insertion and contact (Piaget, 1928, p 58).
The drawing is for Piaget comparable to the child's thought and the thought to the
drawing. The child's focus is furthermore on external reality, on the physical world
around him and this focus should be discernable in the data of the sample.

Syncretism is a tendency of the child to connect all things in terms of primitive
subjective .associations in the absence of all relativism of ideas. It involves
oversimplification where things and phenomena are linked in the child's mind according
to purely personal rather than logical connections. Syncretism is a "spontaneous
tendency on the part of the child to take things in by means of a comprehensive act of
perception instead of by the detection of details, to find immediately and without
analysis, analogies between words or objects that have nothing to do with each
other. ... It is the tendency to connect everything with everything else " (Piaget, 1928,

p 4). The pre-operational child connects ideas and objects in a transductive way,
moving from one particular to another, because of the lack of any feeling for the

reciprocal nature of all relationships.

A major development that characterises children's thinking between the ages of 5 and
10 years according to Piaget, is the gradual transformation from irreversibility to
reversibility of thought. Reversibility from a Piagetian perspective refers to the
property of a series of operations such that reversing their order restores the original
state (Reber, 1985, p 647). "Operations refer to actions which are performed mentally
and which can have the added property of reversibility" (Mussen et al 1984, p 228).
The pre-operational child cannot decenter, that is, focus his attention on several
attributes of an object or an event simultaneously and is unable to reverse a train of
mental actions. Piaget speaks of the pre-operational child because a child of between
2 and 6 cannot perform logical operations like addition, multiplication and substraction,
all examples of reversible thought. The Pre-operational Stage, however as its name
implies, anticipates operational thought and it is the transitional aspects from the one
stage to the next that I will now discuss from a Piagetian perspective, in order to be

able to recognise such transitional signs in the data.
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In order to understand one changing aspect of children's thought during the Concrete
Operational Stage of development, it is necessary to understand the changing
relationship that takes place between syncretism and juxtapositioning. For Piaget the
phenomenon of juxtapositioning is the exact opposite of syncretism. "In visual
perception, juxtapositioning is the absence of relations between details, while syncretism
is a vision of the whole" (Piaget, 1928, p 59). It is the complementary character of the
two features which begin to form some sort of relationship to each other, through
children's growing awareness of themselves as thinking agents, that begins to make
possible the next stage. Now the child's thought becomes progressively more conscious
of itself and results in a certain degree of introspection, which is completely absent in

the younger child.

Synthetic incapacity of thought is overcome slowly and by degrees. Thus there is a
tendency in the child's reasoning to juxtapose classes and propositions rather than to
establish their exact hierarchy (Piaget, 1928, p 222). Piaget's donkey test is an example
of the synthetic incapacity of children at these two stages where even children of 11
years of age add up the conditions and juxtapose the classes instead of excluding the
unwarranted elements (1928). Piaget calls this synthetic incapacity, for all synthesis

implies choice and hierarchy rather than mere juxtaposing (1928).

This same tendency of synthetic incapacity can be observed mn the verbal reasoning of
a 7 or 8 year old child, where there is a frequent tendency to omit conjunctions of
discordance (although, because) from successive judgements. The child is content to
juxtapose judgements simply by means of "and". This means that explanations take on
the character of a narrative, where instead of "because" use is made of "and then".
However this does not mean that the mind of the child is filled with a multitude of
unconnected judgements and disparate ideas which are discontinuous. And it is here
that Piaget brings in the notion of syncretism, where the complimentary function of the
mind i relation to juxtapositioning comes into play. There is a particular feature in the
structure of childish ideas which serves as a transition between juxtaposition and

syncretism and which allows for the overcoming of synthetic incapacity. This is the



relation of membership, which is to be distinguished from inclusion (Piaget, 1928,

p 225). It occurs when a child can simultaneously understand a person or himself to
be both a Capetonian and a South African and when the one no longer cancels the other.
as it would from the more absolute perspective of the younger child. Reversibility of
thought, as it relates to drawing and the verbal plane, refers to the ability to classify
objects into mutually exclusive categories which leads to the ability to organise objects
according to hierarchical membership. Such ordering and organisation skills should

become evident in the data of the children of the sample.

The ability to leave one's own point of view and to enter other people's points of view
destroys the deforming aspect of assimilation (eg a stream of spontaneous associations
based on: affective thought) as it forces the child to respect the objectivity of its data
(Piaget, 1928, p 180). The resulting reciprocity of view points, a network of reciprocal
relations the child is part of, enables him/her to incorporate new phenomenon and
events to the ego and respect their specific character. It is this reciprocity of viewpoints
that will, with time, adjust the child to the reciprocity of relations in general. It is
sodal life that in fact prepares the way for logical reasoning. It is the irreversibility of

thought on the other hand that characterises transduction.

Prominent in the consideration of Piaget's characterisation of the development of
thought in the child is the fact that the pre-operational child reasons directly about
objects and phenomena, without being able to separate his own subjective involvement
from his thinking processes. As soon as he distinguishes himself as a separate thinking
entity he can take his own reality as part of a wider network than the absolute aspects
of things. This growing awareness of the priority of relations should, from a Piagetian

perspective, inform the drawing process of children as they get older.

If Piaget is correct in his contention that initially young children do not distinguish
between what they observe and their own minds as active perceiving agents, this should
be evident in the way children conceptualise their own minds. Research demonstrates

that preschoolers possess a basic understanding of the mind, in the sense that they

12



realise that persons have internal mental states such as beliefs and desires (Wellman and
Hickling, 1995). If children move from a conception of persons operating in a physical
world to an active mind operating in a mental world, this might be reflected in
children's use of perception terms. References to perceptions might similarly move
from descriptions of what objects people literally see to descriptions of ideas and
thoughts people mentally see in the mind's eye (p 1566). Wellman and Hickling used
two metaphor comprehension tasks which asked children to explain 28 metaphoric and
literal statements on mind, wind, heart and car. The use of metaphors as such and
specifically with reference to mind would imply a moving beyond a literal description
to a level of inference, where something is a representation of an inner attribute eg "her
heart is singing" can be interpreted as "she is happy". The use of metaphor and
personification in children's drawing and talking data will be looked at in relation to

these findings of Wellman and Hickling.

Wellman and Hickling highlight recent research findings which disagree with Piaget's
notion of animism as a feature of the young child's thinking. "We know that children's
apparently literal, animistic, or personistic descriptions and explanations stem from their
attempts to explain certain phenomena on analogy to living things and humans, in order
to understand and make sensible inferences about them" (p 1577). Five and six year
olds did understand animate and personified metaphors for natural, mechanical and
body-emotional phenomena such as the car, wind and heart metaphors. The fact that
the same children do not personify the mind suggests that they do not understand the
mind in this sense. "They do not as yet conceive of the mind itself as an active entity
that is part of, but conceptually separate from, persons themselves" (Wellman and
Hickling, 1995, p 1577). According to this research the development of such
personifications of mind and th concept of an independent mind begins to emerge,
gradually between the ages of 5 and 10. Wellman and Hickling's work suggest that in
abroad sense personification would indicate that the child is moving beyond immediate

realism and refers to inner attributes by means of personification.

A survey of Donaldson's (1978) work reveals that oral speech is embedded in every day

13



events and intentions of people for the yoﬁng child who as yet does not separate
language from events. The child will attend to what is meaningful to him and what is
meaningful to him tends to be embedded in the daily flow of events and what she terms
the matrix of personal inter-relations. Piaget in this respect is too abstract in his way
of addressing the child, who according to Donaldson ought to be assisted in order to
move beyond the bounds of human sense. For this study Donaldson's reiteration ofwhat
is meaningful for children, eg. their specific ways of apprehending meaning as related
to real life as well as the reminder that children do only gradually become aware of
language as a separate system, is important. It will need to be seen to what extent
disembedded thought or embedded thought can be noted in the drawing and talking
data of the sample. For Donaldson, children are skilled language users and thinkers as

m

long as they are dealing with "real life"" meaningful situations in which they have
purposes and intentions and in which they can recognise and respond to similar purposes
and intentions in others (1978, p 121). Human intentions are the matrix in which the
child's thinking is embedded and which sustain and direct his/her thought and speech.
However, as long as children's thinking and language remain within the'bounds of

human sense, the children remain largely unaware of their own thinking and speech.

Before concluding the section on children's minds, I would like to discuss perspective
taking ability and its development in childrep. I include this study in order to see at
what ages the relational aspect of perspective taking features in children's drawing and
talking data of the sample. Perspective taking involves a taking into account of
relational aspects as it moves beyond immediate realism, as no two perspectives are ever
the same. Dixon and Moore (1990) studied two aspects of perspective taking. One
aspect is based on the premise that judgements attributed to another should depend on
the information that is available to the other, which they term the "information effect".
The second is how the other person's use of information differs from one's own and is
termed "weighting effect”". Dixon and Moore studied these two kinds of perspective
taking in a moral judgement task with 5, 8 and 10 year olds. Subjects were read a
series of stories about a little boy transgressing and were asked to make judgements

from both their own perspective and that of a mother character in the stories.

14



Expectations based on past research were that good perspective taking could be expected
at about the age of 8 years. -

The results of the study show that the development of perspective taking ability
progresses with age but that there are also individual differences. Within each grade
subjects perform the tasks at different ability levels. In contrast to previous research
Dixon and Moore found that the Weighting effect (interpretation of same information)
developed prior to the Information effect (perspective taking based on information
available to two people). What they term the Harshness effect appears to be an
immature form of the Weighting effect, as the children n the Harshness cluster
distinguish their perspective from the story-mother only on the basis of how harsh the
judgements are. Most interesting i this research s the finding that age i only a rough
predictor of perspective taking abilities, thafc perspective taking may occur at different
rates for different children.

This review on children's minds suggests that children between the ages of 5 and 10
progressively learn to decenter and focus on several aspects of objects and reality

simultaneously as they get older.

2. CHILDREN'S EXPRESSIONS

During infancy children develop the ability to mentally represent objects and actions.
The ability to symbolise, eg to represent personal symbols, manifests n children's
drawings, while the ability to represent signs or shared meanings is mastered with
language (Clarke-Stewart and Friedman, 1987). 1 will therefore consider these two
forms of expression (drawing and language) as used by children between the ages of 5

and 10 in the relevant literature.

(i) Drawings
Lowenfeld and Brittain define art primarily as a means of selfexpression (1975, p 17).
Selfexpression here means giving vent in constructive forms to the feelings, emotions

and thoughts of individuals at their own level of development, where the mode of
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expression is more important than the content. Constructive forms refer to tangible
outward shapes of that which informs it, like feelings, thoughts and perceptions. There
is general consensus that developmental stages are, at least roughly, discernable in
children's art. Lowenfeld claims that it is possible to look at children's growth i art
as being a process of organising thoughts and representing the environment in such a
way as to give us an understanding of the development of thinking of children in this

respect (1975, p 59).

The implication for this study is that, broadly defined, developmental trends should be
discernable in the sample of children's drawings and that these can be linked to specific
thinking strategies in, for instance, the conception and resulting organisation of space

and the way objects are represented.

Harris (1963, p 221) contends that broadly considered children's graphic art can be
distinguished as representation or illustration, as interpretation or expression and as
abstract or in a sense decorative. -Entirely apart from specific instruction there are

discernable convergencies and trends in children's art work.

Verteramo (1988) found, in his review of 31 drawing studies that children do pass
through different stages of development in their drawing, and they do depict spatial
relationships in a variety of ways. That means that there are a number of spatial
organisation conventions possible because children think in unique ways. 1 expect,
beside developmental stages, I will find several ways of depicting space n any one

particular stage.

There is little research on combined drawing and talking. De Kane (1960) did research
the effect of drawing on subsequent communication skills with pre-primary children
only. Three groups of children were taken on an outing to an exhibit and were later
asked to tell a story about the outing. Only one of the groups was asked to draw a
picture of the outing prior to the telling about it. So while De Kane showed them the

exhibit, the drawing was contextualised, not spontaneous, and thus of limited use in this
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study. The outcome suggests however, that children's drawing of an event does
stimulate subsequent .talking about the event. It s hoped that children's own pictures

can similarly act as a stimulant for subsequent talk n this study.

Roche (1983) used five pairs of preselected children's drawings and asked children from
the ages of 6 to 11 to give their preferences and reasons for a chosen drawing. Some
of the conclusions do have some bearing on this study as the justifications given for
preferences for specific drawings can giye an insight into the child's criteria n relation
to drawing in general. It was found that the subject-matter or content of the drawing
appeared to be the most important criterion of preference. Technical criteria did not
appear to be important and colour was of secondary importance in relation to subject-
matter. As gender differences do not play a significant role in this study, Roche's

findings on gender attitudes are of no further consequence.

There are, generally, differences of opinion on the extent that aesthetic criteria play a
defining role in children's art, when analysing children's drawings. Kellogg (1970) and
Ambheim (1954, 71) stress the strong aesthetic inherent quality of children's drawings,
which according to Kellogg defy cognitive analysis precisely for that reason while
Amheim notes that "representation never produces a replica of an object but its
structural equivalent n a given medium" (Arnheim, 1971, p 162). The importance of
the medium of paper and pencil as a separate factor i seen from different perspectives.
The question this raises is: Are aesthetic and cognitive criteria really mutually
exclusive? Kellogg argues that a young child may produce five different human figure
drawings in the space of one week, which renders for her such a human figure drawing
- valueless as a test (Kellogg, 1970, p 191). Roche's (1983) research demonstrates that
children's preferences for other children's drawing did not focus on aesthetic criteria
and Lowenfeld (1975) reiterates that children use aesthetic values intuitively, that i
unconsciously. I try i this study to discern whether aesthetic criteria are referred to
by children themselves i their talking data. For me cognitive and aesthetic criteria
need not be mutually exclusive particularly if the child s unconscious of the drawing

process itself.
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As with the dominance of aesthetic over cognitive criteria question, there are other areas
of contention as to what motivates a child to draw an object the way he does. Armheim
gives an explanation of the phenomenon of the use of transparency n children's
drawings and speculates that it is part of the child's overall mode of translating reality
into two dimensions, where the distinction between flat and deep does not yet enter
(1971, p 191). This s in contradistinction to the idea that children draw open houses

or X-ray objects as if they were drawn in cross-section.

It will only be possible to point out some of the underlying hypotheses that children's
representations in drawings raise. The literature on drawing is extensive and it is my
intention n this study to relate the data of thinking, drawing and talking to each other
in order to discern if there are common patterns. That means that rather than entering
the debate as to what extent children's art is symbolic, versus more representational
versus more purely aesthetic expression for instance, with Colomb, Kellogg, Amheim
amongst others, I will restrict myself to common and main discernable cognitive trends
in the drawing sample. These major trends will be related further to cégnitive trends
in the talking data, like structuring and organisation of words. Whether and to what
extent the found trends n children's art are based on aesthetic, representational or
mental criteria is in fact a further question, which would move beyond the scope of this

investigation.

I will briefly refer to some other research on drawing only which features largely
controlled and prescribed tasks rather than spontaneous (non-prescriptive) drawings as
such. For instance Van Sommers (1984) focuses on observation abilities, using
drawings that are rendered from life and memory. The same applies to Willats (1977),
who asked children to draw specific scenes in order to study how children between the
ages of 5 and 17 leamn to draw realistic pictures. There s extensive research on
mathematical and geometric shapes, investigating the perspectival abilities and
development in children's drawings of the representation of cubes and other shapes
(Mitchelmore, 1978,80; Lewis, 1963,67,85). Drawings of simple arrangements of

bricks were used to study left-right (horizontal) and vertical arrangements as alternative
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depth cues used by young children in their drawings (Bremmer, 1984).

Crook (1984) investigated the possible meaning the use of transparency (an X-ray view)
in children's drawing can have by giving children a series of specific drawing tasks.
(It is precisely the giving of tasks that reduces the validity of such a study for the
present study which aims t look at spontaneous occurrences of the use of, in this
instance, transparency or X-Ray in children's drawings).

There is a prolific amount of research based on the analysis of the human figure
drawing of children, which is seen as an index of intellectual maturity (Goodenough,
1926; Harris, 1963) or as a projective test (Machover, 1949; Roback, 1966; Svensen,
1968). Koppitz (1968) uses both developmental items as well as emotional indicators
and projective interpretations when using the human figure drawing of children. These
studies are mainly based on prescribed drawings which are used as psychological test
material, which go beyond the scope of this study.

From a more exclusively cognitive perspective, the claim that children's drawings can
be treated as a source of data about the nature of internal representations in memory,
was not wholeheartedly validated (Kosslyn, Heldemeyer and Lockley, 1977).

It is not always possible to separate drawing totally from other art forms. Painting and
drawing are often discussed together. The studies mentioned o far, all use prescribed
and controlled means of investigation, concentrating on a particularly selected skill or
postulate. There are a number of well known exponents on the value of spontaneous
art, who have made an extensive study of children's spontaneous art development and
abilities (Kellogg, 1970; Colomb, 1973/74; Arnheim, 1969/71; Harris 1963, Lowenfeld
and Brittain, 1975).

As this is relevant to the study I shall discuss Lowenfeld's contribution at some length.

My own data will be directly informed by this. Lowenfeld distinguishes four broad
developmental stages in children's art: (1) The Scribbling Stage (2) The Pre-Schematic
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Stage (3) The Schematic Stage (4) Drawing Realism Stage. For purposes of this study
I will ignore the Scribbling Stage.

The Pre-Schematic Stage covers the child's first representational attempts from
approximately 4 to 7 years of age. Here the child draws the typical head-feet
representation of a person to start with and he/she begins to draw a number of other
objects in his/her environment with which he/she has made contact (Lowenfeld and
Brittain, 1975, p 48).

A child's drawing at this first representational stage will give the impression as if the
drawn objects are placed rather randomly on the page. Closer inspection shows that
children conceive of space as ‘though it were around them, according to Lowenfeld, with
the result that objects are placed above, below or beside each other. Children do not
see themselves standing on the ground with other objects beside them on the ground.
No spatial relationship concept has as yet been established outside children's concept of
themselves. The child, therefore, conceives of space as revolving around him or
herself. Lowenfeld refers to this concept of space as primarily relating to the body,

hence it is sometimes called "body-space” (1975, p 160).

Schematic Stage (7 to 9 -years) is when the child develops a definite form concept and
children's drawings symbolise part of the environment in a descriptive way. The form
the child develops for a person, for instance, is a schema that will be repeated again and
again. The difference between the repeated use of a schema and the use of stereotyped
repetitions is that a schema is flexible and undergoes many deviations and changes,
while stereotyped repetitions remain always the same (Lowenfeld & Brittain, 1975,

p 167). The schemata are highly individualised. Lowenfeld sees the drawing on the
paper as a symbol of the mental image the child has of objects in his/her environment,
the symbol standing for the object. Children's art product is an indication of what
information is received and an indication of the way they interpret and comprehend this