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Abstract
This article explores how drawing, facilitated by teacher prompts, provides opportu-
nities for children to communicate their new connections in and sense of belonging 
with Aotearoa New Zealand, whilst sustaining connections with people and experi-
ences from their home country. We use an ethnomethodological framework (Gar-
finkel, 1967) and a conversation analysis approach (Sacks et  al., 1974) to explore 
spontaneous interactions between children and early childhood teachers around 
drawing activities. Four children, aged 3 and 4 years and who are from immigrant 
backgrounds, are the focus for the article. They participated with their families as 
case studies in research about the role of early childhood education in strengthen-
ing belonging for refugee and immigrant families (Mitchell et al., 2018). Families 
selected for case studies were of differing ethnicities, had come to Aotearoa New 
Zealand as refugees or immigrants, and wanted to participate in the research. The 
examples here involve the children restricting their talk to include only the charac-
ters they have drawn, demonstrating drawing as a unique resource which restricts 
possible unintentional ‘hijacking’ (Davis & Peters, 2008). Our findings demon-
strate how touch and talk intertwine to co-construct a sequential unfolding of a story 
where characters are identified prior to the child telling about activities and loca-
tion. As such, the drawings act as tangible resources which facilitate talk about an 
abstract concept such as belonging. ‘Slow pedagogies’ and a dedicated space for 
uninterrupted work with small groups were other facilitating features.
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Résumé
Cet article explore la manière dont le dessin, facilité par des amorces proposées par 
un enseignant, permet aux enfants d’exprimer leurs nouvelles relations et leur senti-
ment d’appartenance en Aotearoa, Nouvelle Zélande. Avec un cadre théorique à la 
croisée entre l’éthnométhodologie (Garfinkel, 1967) et l’analyse conversationnelle 
(Sacks et al., 1974), nous analysons les interactions spontanées entre des élèves et 
des enseignants du premier degré en début de carrière pendant des activités de dessin. 
Cet article se concentre sur quatre élèves âgés de 3 et 4 ans issus de l’immigration. 
Avec leur famille, les quatre enfants ont participé à des recherches portant sur le rôle 
de l’école maternelle dans le renforcement du sentiment d’appartenance pour des 
familles de réfugiées ou d’immigrées (Mitchell et al., 2018). Les familles retenues 
pour faire partie de ces études ont des identités ethniques différentes et sont arrivées 
en Aotearoa, Nouvelle Zélande, sous le statut de réfugiées ou d’immigrées. Elles sont 
toutes volontaires pour participer à la recherche. Les exemples présentés ici portent 
sur le discours des élèves lorsqu’ils évoquent uniquement les personnages qu’ils ont 
dessinés, posant ainsi le dessin comme une ressource unique qui limite les éventuels 
« Hijacking » (détournements) (Davis & Peters, 2008) involontaires. Les résultats 
montrent que le toucher et le discours s’entremêlent et contribuent à la co-construc-
tion d’un récit constitué d’une suite d’actions et dans lequel les personnages sont 
identifiés avant que l’élève ne décrive les péripéties ou les lieux de l’histoire. Ainsi, 
les dessins agissent comme des ressources tangibles qui facilitent le discours et les 
interactions sur un concept abstrait tel que le sentiment d’appartenance. Les « slow 
pedagogies » (pédagogies lentes) et la mise en place de séances entièrement dédiées 
au travail en petits groupes sont d’autres éléments facilitateurs.

Resumen
Este artículo investiga cómo el dibujo, bajo la orientación de los maestros, puede 
permitir a los niños expresar sus nuevas conexiones y su sentido de pertenencia a 
Aotearoa Nueva Zelanda, mientras mantienen sus vínculos con personas y experi-
encias de su país de origen. Se aplica un marco de etnometodología de Garfinkel 
(1967) y un enfoque en el análisis de conversación de Sacks et al., (1974) para ex-
aminar las interacciones espontáneas entre niños y maestros de la primera infancia 
en relación con las actividades de dibujo. El artículo se centra en cuatro niños, de 
3 y 4 años de edad, que son inmigrantes. Participaron junto con sus familias como 
estudios de caso en una investigación sobre el papel de la educación temprana en el 
fortalecimiento del sentido de pertenencia de las familias de refugiados e inmigrantes 
Mitchell et al.,(2018). Las familias seleccionadas para los estudios de caso eran de 
diversas etnias, habían llegado a Aotearoa Nueva Zelanda como refugiados o inmi-
grantes, y estaban dispuestas a participar en la investigación. Estos ejemplos implican 
que los niños limiten su conversación a incluir solo los personajes que han dibujado, 
lo que  demuestra que el dibujo es un recurso único que limita posibles secuestros 
involuntarios, Davis & Peters (2008). Nuestros hallazgos muestran cómo el tacto y 
el habla se entrelazan para construir una secuencia narrativa en la que los personajes 
se identifican antes de que el niño hable sobre las actividades y la ubicación. De esta 
manera, los dibujos actúan como recursos tangibles que facilitan hablar sobre un 
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concepto abstracto como el pertenecer. Las “pedagogías lentas” y un espacio dedi-
cado para trabajar sin interrupciones con grupos pequeños son otras características 
facilitadoras.

Introduction

This article analyses the affordances of drawing and storytelling in a community 
kindergarten and an education and care centre in supporting a sense of belonging 
for immigrant children in Aotearoa New Zealand (NZ). Data are drawn from a 
larger research project (Mitchell et al., 2018) that explored the role of early child-
hood education (ECE) and pedagogical strategies in four ECE services for con-
structing pathways to belonging for refugee and immigrant children and families. 
The overall research focus was on the potential of early childhood services to be 
sites for social justice for these children and families, laying a foundation for their 
confident transition to a bicultural Aotearoa NZ, additional to their own culture.

A main argument is that developing a sense of belonging, of membership, 
of feeling “suitable” in the new context (Brooker, 2014, p. 32), is a primary 
task for refugee and immigrant children and families. An ECE setting may be 
the first institutional setting that families with young children experience and is 
well placed to address challenges in settlement for both children and their wider 
families. Belonging includes pride and dignity, genuine participation, and having 
agency. A premise of our research, discussed in this article, is that ECE can build 
on family ‘funds of knowledge’ (Moll et al., 1992) to construct positive outcomes 
for belonging and participating in Aotearoa NZ.

Our arguments are linked to ideas of ECE settings as democratic communities. 
A democratic community can be a place where all participants are able to belong 
and make a contribution that makes a difference for learning…where they col-
lectively “create a world” (Bruner, 1998, p. 6). In this sense, democracy can be 
understood as a way of being in the world, as a form of living together, and more 
than a form of government. Rather, democracy is “a way of life controlled by a 
working faith in the possibilities of human nature…[and] faith in the capacity of 
human beings for intelligent judgement and action if proper conditions are fur-
nished.” (Dewey, 1939, p. 2). This requires opportunities for sharing, exchanging 
and negotiating perspectives and opinions. Moss (2011) sums up democracy as 
a way of relating to oneself and others, an ethical, political and educational rela-
tionship that can and should pervade all aspects of life.

This article offers a micro-level analysis of democratic practice, within two 
ECE contexts and a curriculum framework that provides enabling conditions for 
democratic practice to flourish. We return to discuss these conditions in our con-
clusion. Our findings build on prior work regarding the co-construction of knowl-
edge between teacher and child (Bateman, 2016) through culturally nuanced and 
multimodal ways (Mitchell & Bateman, 2018). In further work within an ECE 
refugee centre, we illustrated the importance of a culture of caring, in offering an 
environment for children to engage in compassionate caretaking activities for and 
with others (Bateman & Mitchell, 2022).



424 A. Bateman, L. Mitchell 

1 3

Here, we use an ethnomethodological framework (Garfinkel, 1967) and a 
conversation analysis (CA) approach (Sacks et al., 1974) to explore interactions 
between children from immigrant backgrounds and EC teachers around drawing 
activities. In the examples, teachers prompted children to talk about their experi-
ences and interactions with others by encouraging them to simultaneously draw 
pictures about their family, favourite places and activities, and talk about their 
drawings. We explore how the children respond to these teacher prompts by draw-
ing specific characters engaging in activities in places that they value in their 
new location and restricting their tellings to include only the characters they have 
drawn.

Although teacher prompts have been found to encourage children to elaborate 
on their tellings (Bateman & Carr, 2017), there is always the possibility that teach-
ers may unintentionally ‘hijack’ children’s working theories about the world when 
listening and responding to their tellings (Davis & Peters, 2008). Here, through 
a detailed CA approach, we find that a child’s deliberate restriction of talk asso-
ciated with the exact pictures she had drawn presents the drawing-telling activity 
as a unique resource which mitigates possible unintentional ‘hijacking’. A second 
finding reveals how touch and talk intertwine to co-construct a systematic unfolding 
of a story where characters are identified prior to any telling of activities and loca-
tion. As such, the drawings act as tangible resources which facilitate talk about an 
abstract concept such as belonging.

Early childhood settings have the ability to support a sense of belonging for 
young refugee and immigrant children through multimodal engagement where the 
affordances of drawing and telling ensure enhanced awareness and consciousness 
of children’s connection with the family and wider world. Our findings demonstrate 
how readily available resources, such as art supplies, facilitated by careful asking 
by the teacher, provide a platform for these children to identify the people, places 
and things that are of significance to them in Aotearoa NZ. Findings also show the 
opportunity for small groups of children to work together with the teacher in a dedi-
cated space, where they explore concepts of interest in great detail, enable children 
and teacher to ‘dive deep’ and build relationships, a characteristic of ‘slow peda-
gogy’ discussed by Clark (2023).

The Research Context and Approach

The examples discussed in this article focus on immigrant children in ECE and 
pedagogical approaches that build on the child’s interests and home and commu-
nity experiences. Immigrant families may face challenges of dealing with racism, 
language barriers, and with different patterns of childrearing, gender roles, and 
social values (Broome & Kindon, 2008). New Zealand is one of the most ethni-
cally diverse countries in the OECD (Organisation for Economic Co-operation and 
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Development), and in 2018, 27% of New Zealanders were born overseas (Statistics 
New Zealand, 2019). Ethnicity is defined as the ethnic group or groups a person 
identifies with or has a sense of belonging to. The 2018 New Zealand census found 
that European comprise 70.2% of the population, Māori comprise 16.5%, Asian 
15.1%, Pacific peoples 8.1% and Middle Eastern, Latin American and African 1.5%. 
However, responsiveness to ethnic diversity is often not evident in the education 
system. A 2003 Education Review Office report in schools found “widespread rac-
ism, isolation, and lack of cultural understanding” and that “education is not always 
reflecting what New Zealand’s ethnic communities want” (Education Review Office, 
2023).

The ECE curriculum (Ministry of Education, 1996, 2017), published in 1996, and 
updated in 2017 (aspirations, principles and strands remained), offers a visionary 
platform for inclusive and socially just pedagogies. The curriculum conveys a soci-
ocultural approach and defines education as about relationships and participation. 
It begins with four curriculum principles: Family and Community, Relationships, 
Holistic Development, Empowerment. The curriculum aspirations are elaborated 
in five strands or forms of Mana (a Māori concept meaning ‘prestige’ or ‘power’) 
to embody areas of learning and development within early childhood. These are 
Belonging—Mana Whenua, Wellbeing—Mana Atua, Exploration—Mana Aotūroa, 
Communication—Mana Reo and Contribution—Mana Tangata. The research 
focused on the strand Belonging—Mana Whenua, described as:

Belonging|Children know they belong and have a sense of connection to oth-
ers and the environment Mana whenua|Children’s relationship to Papatūānuku 
(earth, earth mother) is based on whakapapa (lineage, genealogy, ancestry), 
respect and aroha (love, compassion, respect, empathy) (Ministry of Educa-
tion, 2017, p. 31).

Participation is a core idea in the portrayal of belonging  in Te Whāriki—children 
“know that they are accepted for who they are and that they can make a difference” 
and “whānau feel welcome and able to participate in the day-to-day curriculum and 
to curriculum decision-making” (p. 31). Teachers in ECE settings weave together 
the principles and strands, in collaboration with children, whānau or wider family 
and community to create a local curriculum for their setting. Understood in this way, 
the curriculum or whāriki is a woven mat for all to stand on. The curriculum empha-
sises children and families having agency in their own lives, and cultural and con-
textual relevance.

Methodology

In this article, we focus on the affordances of drawing and storytelling to enable 
children from immigrant backgrounds to communicate experiences from their home 
life that are meaningful to them. Data are drawn from a larger research study which 
asked, ‘For children from refugee and immigrant backgrounds: How can the people, 
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places and practices in early childhood settings support a sense of bicultural belong-
ing to Aotearoa NZ, and sustain children’s connections to homelands and people?’.

For the purpose of this article, we consider the following sub-questions.
How do drawing, storytelling and play provide opportunities for:

• Children to sustain connections with people and experiences from their home 
country?

• Children to develop new connections in and sense of belonging with Aotearoa 
NZ?

The research took place over two years in four culturally diverse ECE centres 
in two cities in the North Island of Aotearoa NZ. Within each centre, four fami-
lies and their children were invited at the start of the project to participate as case 
studies. They were chosen according to the age of the children (3 years at date of 
selection, so they could be followed over time), and because they were of differ-
ing ethnicities, their families had come to Aotearoa New Zealand as refugees or 
immigrants and were keen to be involved. An interpreter was employed to dis-
cuss the study, carry out interviews, and translate information for one family who 
requested this.

Teachers were ‘teacher-researchers’ and funded with release time through the 
project grant to research alongside academic researchers. The research followed 
an iterative process used in design-based research which “aims to develop the-
ories of the process of learning and the means of supporting these processes” 
(Penuel, 2014, p. 99). These are “local instructional theories” aimed at specific 
goals. Teaching and learning strategies were developed, trialled, and evaluated by 
teachers and researchers.

There were two cycles of design-based research. In the first cycle, within each 
centre, data were gathered through drawing and talking, video recordings of cur-
riculum events, interview data and documentation (wall displays, information and 
assessment documentation relevant to the research aims). Family members were 
given a copy of their child’s video and then invited to comment, in a semi-struc-
tured interview, on the learning that they valued, their child’s strengths, interests 
and strategies as learners, family funds of knowledge and continuity between the 
home and centre.

Two examples, from a community kindergarten and an education and care 
(childcare) centre, of drawing and talking with children are analysed in this 
article. Teachers prompted children to talk about their experiences and interac-
tions with others through simultaneously drawing pictures about a specific topic 
and talking about their drawing. The drawings were collected and the narratives 
recorded by video or written down by the teacher. This method was used previ-
ously by teachers at Pakuranga Baptist Kindergarten to find out about commu-
nication among children from linguistically diverse backgrounds (Lees, 2016; 
Mitchell et al., 2016).

Ethical approval was gained through the Division of Education University of 
Waikato Research Ethics Committee. The teacher participants gave written consent 



427

1 3

Drawing as a Pedagogical Resource for Immigrant Children’s…

for video recording and their own interview and for their real names to be used. 
Teacher interpreters were employed where necessary, but were not needed for the 
families and children who are the focus in this article. Researchers attended a par-
ent meeting to explain the research and seek consent for participation. Parents gave 
written consent for their child to be video recorded, and for specific documentation, 
including learning stories, drawings, and recorded talk of their child to be gathered 
and used in analysis and publications. Parents and teachers explained the project to 
children and sought the child’s verbal agreement to take part. The researchers spent 
time in the centres over a period of several months and were familiar to children. 
Some children tried out using the video recorder. Pseudonyms have been used for 
the children in this article.

Analysis

Our analysis is informed by our prior research (Mitchell et al., 2016) that belong-
ing is enhanced when connections are made with family values and funds of 
knowledge and interests from home. González et al. (2005) describe the concept 
of ‘funds of knowledge’ as ‘based on a simple premise: people are competent 
and have knowledge, and their life experiences have given them that knowledge’. 
Pedagogical approaches used in our study enabled teachers to find out about the 
funds of knowledge that children bring from their home and community experi-
ences and use the understanding to explore and deepen learning.

An ethnomethodology framework (Garfinkel, 1967) was used to inductively 
reveal how teacher–child interactions were coproduced as a collaborative action 
in  situ during the video recorded interactions. Once moments of significance 
were identified, conversation analysis (Sacks et al., 1974) was used to transcribe 
and analyse these interactions in detail to reveal the systematic ways in which 
the drawing and telling were collaboratively achieved through turns of talk and 
gesture (see appendix for transcription conventions used in this article). This 
ethnomethodological conversation analysis (EMCA) approach is most useful in 
revealing how tellings are achieved in systematic ways during the drawing activ-
ity, offering insight into how each participant contributes to the coproduction of 
the activity with demonstrations of their experience and knowledge of the world 
as they see it. An EMCA approach to research with children then offers potential 
to hear children’s voices, directly informing teaching practices on strategies that 
afford and prohibit children’s contribution of knowledge (Bateman, 2017).

Findings

Example 1

The focus for Example 1 is a church-based community kindergarten in NZ’s 
largest city. It caters for children aged 2–5 years. It has a large population of 
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immigrant families, many from China, and some from South East Asia, Samoa, 
African countries, India, Middle East and Europe. Just under half the families are 
NZ European/Pākehā, and a small number are Māori. The teachers have drawn on 
ideas from Reggio Emelia about the role of Atelierista and Olivia, a teacher and 
fluent Mandarin speaker, works with small groups of children in artwork and dis-
cussions in the dedicated space of the ‘studio’. The two case study children in this 
article were Child A, aged 4 years, whose family immigrated from China; and 
Child B, also aged 4 years, who is New Zealand born.

Olivia (OLI) the teacher has initiated a discussion with two children, Child A 
(CHA) and Child B (CHB) about where their families are from, and their favour-
ite place to be in New Zealand. She facilitates the discussion by asking the chil-
dren to draw pictures of their favourite places. The subsequent interaction begins 
by Olivia establishing who the characters in Child A’s drawing are, and their rela-
tionship to one another. To do this, Olivia uses verbal prompts through her ques-
tions and gesture as she touches the drawing to specifically identify each drawn 
character; wait time is noticeable where time is given for Child A to respond.

Extract 1: Initiating drawing talk
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To begin this interaction, a tangible support for the telling is secured, initiated by the 
teacher as she offers the opportunity for drawing, which the children take up. The 
systematic process involved in telling a story about belonging then follows, initiated 
by Olivia’s questions in relation to the characters Child A has drawn. Olivia prompts 
talk about the drawn characters (lines 01, 03, 06–09 and 11), offering opportunity 
for Child A to be in control of identifying the people whom she has perceived as 
important enough to draw. An important element of this interaction is ensuring that 
there is a shared understanding around who the characters are, where this intersub-
jectivity is secured through simultaneous gesture and talk. Olivia uses gesture here 
to maximise intersubjective understanding of who the characters are, as she points 
to each character whilst identifying them—‘this is you’ whilst pointing to a specific 
character (lines 6 and 7) ‘and your sister’ moving her point to a next figure (lines 8 
and 9). This initial identification is treated as important by the participants through 
these actions—just like a story where the introduction of characters is essential to 
subsequent plot lines.

Once the characters are identified, the telling progresses, again prompted by 
the teacher (lines 11–13) as she asks questions about what the figures are doing. 
Elsewhere, we see that assigning predicated actions to characters can be an 
important and challenging process for young children in storytelling activities 
where they have to make imagined connecting activities between tangible figures 
(Bateman & Carr, 2017). Olivia prompts talk about a possible activity by asking 
Child A what she likes to do in her new location and with whom, moving her fin-
ger in a circular motion when asking what Child A and her sister are doing, enact-
ing a collective gesture and making it observable that the children are engaged 
in a collaborative activity. The activity of drawing specific people and these peo-
ple being recognised as belonging together is evident here. Child A responds by 
vocalising the importance of an environmental feature—the swings—again evi-
dent in her picture.
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Extract 2: People of Importance

 

The importance of ensuring a shared understanding (intersubjectivity) around 
who the characters are is initially established in Extract 1, and further elaborated 
on here with orientation to Child A’s Grandad figure. Again, Olivia accomplishes a 
clear understanding of who the characters are, and their relationship to one another 
through simultaneous touch of the figures and talk, as she draws a connecting line 
with her finger between the grandpa figure and the figures of Child A and her sister, 
progressing connections between Child A, her sister and now their Grandad.
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The introduction of predicated actions that the figures are involved in now 
becomes systematically relevant, as Olivia suggests that Grandad might want to play 
with Child A and her sister (lines 20–22), with a smile and talk that frames this 
possibility as an enjoyable activity. However, this is not taken up by Child A, and 
so not oriented to as part of her story. Olivia then extends her guess work around 
Grandad’s role—that he takes Child A and her sister to the park (line 25–28). This 
time Child A does align with Olivia’s suggestion, observable with ‘yeah’ and nod of 
her head (lines 29–30).

Child A then returns to her drawing of Grandad, adding more detail whilst 
saying, ‘my Grandad has a pocket’ (line 33). This additional information may 
seem like extraneous detail but is markedly important enough to Child A for her 
to not only tell about it, but to take time to work on including this pocket detail 
in her picture. This detailed insight and deep connection to personal knowledge 
of a person who is of importance to Child A is not picked up by Olivia though, 
leaving a turn allocation space for Child B who orients to the specifics of the 
drawing as she makes a comment about Grandad’s ‘big moustache’ (line 35). 
Child A’s rigid orientation to only what is drawn shows the potential for drawing 
pictures to facilitate talk about specific features that are of significance to the 
child artist. When an important detail is mentioned in the talk—such as Gran-
dad’s pocket—it is also included in the drawing. This finding suggests that talk 
stimulated through orientation to children’s pictures (and only what they have 
drawn) could help to prevent unintentional ‘hijacking’ of children’s working the-
ories about their world (Peters & Davis, 2011). This finding is explored further 
in the next section of the interaction, Extract 3.

Extract 3: Focus on Child A and absent people
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The prior interaction demonstrates Child A and Olivia establishing main char-
acters and the predicated actions that connect them. Here, we see Child B con-
tributing to the drawing activity talk, as she narrates about her own picture 
(lines 41, 47 & 50-51), but we also see that her utterances are not responded to 
by Olivia, apart from a very brief nod and sideways glance (line 52). Instead, 
we see Olivia’s clear focus on only Child A’s picture. This is demonstrated 
when Child B offers information about her drawing of a ‘baby swing’ (line 41) 
and Olivia’s quick (marked by the = sign) orientation to Child A’s picture, as 
she probes about the time they spend together in the park (line 42). Whilst ask-
ing Child A this question, Olivia lightly brushes her finger over the picture, 
rather than pointing to a specific drawn figure, demonstrating a continuous 
focus on the picture but orientation to a less tangible topic of talk—time. As 
such, the subsequent response from Child A is to move around the picture as 
she continues drawing, with no verbal response to Olivia’s question (lines 45). 
Child B once again attempts to insert herself into the ongoing interaction with 
further elaboration on her drawing (line 47) but once again Olivia restricts the 
focus to Child A, this time orienting to figures who have not been drawn in 
Child A’s picture, her mum and dad.

Here, we see again the affordances of children’s drawings to offer a clear 
focus on what is specifically important to them through who/what they choose 
to include in their drawing and what to leave out. Olivia’s attempt to bring 
Child A’s mum and dad into the talk (lines 53–57) is immediately closed down 
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by Child A, who cleverly states ‘no’ (line 58) and orients Olivia’s attention to 
the fact that it’s only Grandpa who has been drawn ‘there’, moving her pencil 
over her picture to place it in the centre of the interaction. The significance of 
drawing only the people she is willing to talk about becomes even more evident 
here. When considering how we might listen to children in a democratic and 
socially just way that gives them the opportunity to disclose information that 
is important to them, prompting them to draw what is important to them and to 
talk about these people, places and things is clearly an effective method.

Example 2

Building on example 1, we now turn to another interaction in a different NZ ECE 
centre where the same observations can be made about children being the authority 
in their drawing activity, where they will only include drawings of people, places, 
things and activities that they deem as important to them. Along with the family talk 
we observed in Example 1, here, we see the teacher also orienting to opportunities 
to extend the drawing and talk to include culturally relevant terminology.

The context is a multi-cultural, multi-religion community and early childhood 
centre in an urban area of a medium-sized city in New Zealand. The centre is located 
next to the local mosque and caters for the needs of children from migrant and refu-
gee families. Although a large proportion of children attending were of the Muslim 
faith, families from other faiths and cultures also chose to attend the centre. The 
children were mostly from families with English as an additional language. Child C, 
aged 4 years, is the focus child in this example, whose parents came to New Zealand 
from India.

The teacher, Sophia, has close relationships with the family and understands the 
importance to them of the practice of praying. Her understanding was reinforced in 
our interview with Child C’s parents. These parents said they chose the centre for 
Child C because it was close to the mosque and home, and because cultural activi-
ties, visiting the mosque, openness to children praying and wearing the hijab, were 
consistent with home values and practices. They considered that these practices 
engendered a sense of belonging.

The interaction begins with two children Child C (CHC) and Child D (CHD) 
(CHD out of camera-shot) sitting at the art table with their teacher, Sophia (TCH), 
drawing and painting pictures. The teacher prompts the children to draw pictures of 
their family. There follows a conversation that includes specific cultural items, mark-
ing these as important artefacts to the people present. The sequential unfolding of 
the interaction demonstrates how the teacher offers items to draw, such as the activ-
ity of praying, but that it is the child’s choice as to what is included as relevant and 
important.
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Extract 1: Drawing cultural activities

As with Example 1, we see here the teacher sitting with the children, watching them 
draw and talking to them about their drawings as they create them. However, unlike 
Example 1, as Child C begins a new drawing, the teacher suggests a possible idea for 
what the child might draw. This is an activity in Child C’s life that the teacher knows 
the child and family engage with—praying. Here, Child C accepts this suggestion, as 
she agrees verbally and begins including the activity of praying in her drawing, assign-
ing the praying activity to her dad (line 06). As such, Child C offers insight into her 
world, where praying is valued, and also explicitly connected to her father.
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The teacher then demonstrates her own cultural knowledge of the activity of praying 
Allahu, as she incorporates further cultural reference ‘on your Musallah’ (line 09). The 
shared intersubjectivity between the teacher and Child C around these cultural items is 
visible, where there is no need for further explanation or conversational repair—Child 
C simply replies with ‘yeah’ (line 10) and then orients to including these in her drawing 
‘I’ll draw it’ (line 12). The importance of cultural content knowledge is clearly visible 
here, where the smooth flow of the drawing interaction and shared understanding of 
cultural artifacts makes connections between the teacher and child, supporting a sense 
of belonging around shared cultural knowledge. The drawing of these culturally sig-
nificant features demonstrates their importance and also offer a tangible resource which 
facilitates joint attention around which to build an interaction (Kidwell & Zimmerman, 
2007).

Extract 2: Extending insight
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The teacher’s enquiry into how the praying is accomplished in these subsequent 
lines of talk offers opportunity for further insight into Child C’s world in New 
Zealand, and how her cultural practices are accommodated. Once again, Child C 
takes this opportunity to not only demonstrate in multimodal ways how she prays, 
but also to orient to her Dad as a significant person in this praying activity. The 
teacher’s response is important for establishing solidarity in the activity of pray-
ing, where she orients to everyone praying ‘the same’ (line 28) ‘together’ (line 
30) and ‘with the family’ (line 32). This prompts Child D to also join in by nam-
ing a family member who is important in this discussion, his mum (line 34) and 
the teacher acknowledging his contribution as important as she includes him in 
the conversation. The talk around praying prompts the engagement of both chil-
dren here, where their interaction is coproduced around the cultural activity.

Discussion

The pedagogical work in these ECE settings is inspirational for the care, think-
ing and debate given by teachers to analysing, discussing and questioning their 
own practice and their commitment to enabling young children to think and act 
for themselves and with others in an ethical relationship. The detailed examples 
analysed in this article make explicit a pedagogy that has at its heart an openness 
to exploring the world of the child and using multimodal methods to enable chil-
dren to express their views. Notable is the teachers’ commitment to finding out 
about the funds of knowledge children bring with them from their experiences in 
participating in their home and communities. Moll et al., (1992, p. 134) portray 
‘funds of knowledge’ as ‘containing ample cultural and cognitive resources with 
great, potential utility for classroom instruction’. Funds of knowledge are recog-
nised in the Aotearoa New Zealand curriculum in the Family and Community 
principle which recognises that ‘The wider world of family and community is an 
integral part of early childhood curriculum’ (Ministry of Education, 2017, p, 20). 
In both examples, the teachers encouraged children to express their experiences 
through the medium of drawing, talk and gesture. The teachers’ willingness to 
attend to the children’s expressions enabled greater understanding of home and 
cultural experiences.

In the kindergarten, the use of a dedicated ‘studio’ space, with attractively 
displayed and plentiful art materials, a small number of children and attentive 
teacher provided a facilitating environment for children and adults to work and 
think together. In particular, the studio environment offered scope for relation-
ships with other children and the teacher to be deepened, as work in the studio 
was not constrained by time pressures or competing interests. In the education 
and care centre, the teacher found a separate table to work with a small group.

Alison Clark (2023) discusses the value and need for ‘slow pedagogies’ which 
she describes as having three characteristics: ‘being with’ where ‘the emphasis 
is on ‘engagement between the teacher, children and the environment’ (p. 39), 
‘going off track’ and valuing the unexpected, and ‘diving deep’, the possibility 
of exploring in depth. Whilst the interactions described in both examples were 
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short excerpts only, they conveyed interest, full attention and absorption by child 
and teacher in the drawing and the child’s talk. We argue that slow pedagogy and 
attention to multimodal methods of communication are pedagogical approaches 
that enable a deep understanding of and respect for the whole child and their 
home and community contexts. This is an inclusive pedagogy that supports dem-
ocratic citizenship by giving value and making visible the child’s diverse knowl-
edges rather than assimilating to norms of what counts as valued knowledge. It is 
particularly valuable in contexts where a teacher from the dominant culture may 
not recognise the home and community experiences of children from other ethnic 
backgrounds.

The methods of video recording and use of an EMCA analytical approach 
exemplify a ‘slow research’ approach that offers tools in creating democratic 
space for revisiting episodes with others, who could be for example researchers, 
teachers, children, families. It allows close attention to be paid to fine details of 
interactions and environments, and demonstrates how talk is attuned to recipients, 
to fit their knowledge and understanding.

Conclusion

In these two examples, we see how readily available resources such as art supplies 
provide a platform and a tangible support for telling about important people, places 
and things in NZ, initiated by the teachers as they offer the opportunity for draw-
ing, and this is taken up by the children. The children demonstrate agency in their 
drawing, choosing to restrict talk to only what they have drawn, identify what is 
significant to them in their new NZ locations, and people of importance that often 
(in all cases here) are family members who share their culture with them. A sense 
of belonging can be observed through connections to these people (e.g. sister and 
grandparents), the places visited with them and cultural activities they deem impor-
tant enough to include in their drawing. By orienting explicitly to only what the 
children have drawn, teachers can encourage children to elaborate on their tellings 
(Bateman & Carr, 2017) where they can elicit talk about belonging. An important 
finding here is that when teachers attempt to elicit talk about people who have not 
been drawn, children then have the option to either include the suggested addition 
or not, demonstrating drawing as a unique resource which restricts possible uninten-
tional ‘hijacking’ (Peters & Davis 2011).

These findings contribute to the wider body of research developed as part of 
this project, focused on how early childhood settings can better support a sense of 
belonging for young immigrant and refugee children and families. Teachers in these 
ECE centres responded to their communities, accessing and building understand-
ing of families’ funds of knowledge, and inviting their contribution and participa-
tion. These socially just and inclusive pedagogies in each local context enable cul-
tures of peace, hope and democratic citizenship with families living under complex 
conditions.
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Appendix: Conversation Analysis Transcription Conventions

Sacks et al. (1974)—developed by Gail Jefferson (2004). 
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