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ABSTRACT 

The effect of three different types of preschool 

experience on children's social development during their first 

year at school was examined. Thirty children who had attended 

kindergarten, 30 from playcentre, and 30 with no preschool 

experience were selected and an attempt was made to match them 

on sex, age, IQ, SES, number of siblings, and position in 

family. The children were observed at school during the free-

play period in the lunch-hour. Descriptions of th~ children's 

play behaviour (in terms of degree of social interaction), 

teachers' assessments of sociability, and sociometric ratings 

were obtained. There were no significant differences between 

the three groups on any of the dependent variable measures. 

Subsequent exploratory analyses suggested that variations in 

the children's rQs and family positions obscured the 

relationship between their preschool experience and their 

scores on the dependent variable measures. The results are 

discussed in relation to the major methodological problems 

involved in research of this nature. 
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CHAPTER 1 

INTRODUCTION 

Two major types of preschool facility, Kindergarten and 

Playcentre, operate within New Zealand. Both were originally 

established by concerned individuals to ease specific social 

problems rather than because of any widespread belief in the 

value of education per se. Kindergartens were founded in the 

late 1880's to care for the many children who lived in cramped 

city conditions devoid of suitable play areas. P1aycentres on 

the other hand were established by a group of mothers in 1941 

to provide play facilities for children and child care 

facilities for their mothers during the difficult war-time 

period. A number of authors have documented the subsequent 

development of both organiZations (Christison, 1968; Downer, 

1964; Simpson, 1970; Tembo, 1970). 

Considerable social change has occurred since the 

inception of these facilities and this is reflected in the 

current organization and objectives of kindergartens and play-

centres (Simpson, 1970). Kindergartens are now almost completely 

government administered and financed while the administration 

and finance of playcentres is still in the hands of the 

parents, and in comparison with kindergartens, government 

assistance is slight. The children involved are no longer 

exclusively lower SES disadvantaged city dwellers or children 

in need of play facilities but come from a wide cross section 

of New Zealand's population. Moreover, the aims and objectives 

of the kindergarten associations and playcentre movements 



appear to have changed with the times. Proponents of 

preschool education usually argue that preschool programmes 

have beneficial effects on the children involved, on their 

parents, and subsequently on the community in general. While 

clearly it is important to include each of these aspects in 

an examination of the effects of preschool programmes, the 

present introductory study is concerned with only the first 

of these, i.e., with the effects of preschools on children. 

2 . 

It is difficult to find any documentation of the major 

aims and objectives of New Zealand kindergartens. The Hill 

Committee (Hill, 1971) listed three major aims (with which 

the New Zealand Kindergarten Union would presumably concur). 

These can be summarized as follows: 1) To provide a sound 

basis for the social, emotional, intellectual, and physical 

growth of the young child; 2) To provide a wider environment 

outside the home, especially designed as a child's world; 

and 3) To employ trained teachers to work with the child 

in a skilfully planned environment in which he is helped to 

learn to live with his fellows and where carefully chosen 

equipment is provided to challenge and extend him. 

A more specific formulation of policy has been outlined 

by the Auckland branch of the New Zealand Free Kindergarten 

Teachers' Association (Inc.) (1974). Their aims are: 1) To 

develop children's individuality within the framework of their 

inherent potentialities and their differing levels of benefit 

from experience; 2) To assist the child to develop an 

understanding of himself in relation to others and of his 

obligations to his immediate and larger social community; 



3) To assist the child to understand social, technological, 

and behavioural change and to develop methods of coping with 

a changing environment; 4) To develop and establish sound 

3 . 

processes of inquiry and learning; 5) To foster the enjoyment 

of learning; and 6) To provide a stimulating, physically and 

emotionally safe (though not overprotected) environment ~n 

which development and learning may take place. It should be 

noted that while many of the Auckland branch aims could be 

considered typical of kindergartens throughout the country, 

the author was unable to find any documentation that they 

had in fact been adopted by individual associations within 

the national union. Thus, a degree of variation in emphasis 

is possible (and indeed likely) from association to association. 

Nevertheless, it is apparent that the aims of kindergartens 

have a substantial pedogogical emphasis. 

Documentation of the aims and objectives of play centres 

is also difficult to find. A study guide prepared for 

supervisor trainees in the Christchurch Playcentrc Association 

(Densem, 1971) listed the following aims: 1) To increase 

independence without severing the warm ties to parents and 

home prematurely; 2) To extend the child's social environment 

from parents and grandparents, etc. eventually to adults who 

have no strong emotional ties with the child; 3) To provide 

group experience for the child with children of his own age 

who have similar fears, curiosities and pleasures; 4) To 

enable the child to develop new skills in using his body 

and muscles; 5) To allow the child to discover ways of 

releasing, controlling, or using his emotions positively; 

6) To think creatively, to try, to test, to dare to be different, 
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to develop his own talents, to experiment (with language, art, 

science, music), to explore and understand the world around; 

and 7) To stimulate interest and delight in learning. 

Elsewhere in this publication the following working principles 

are also advocated: growth is to be fostered in an atmosphere 

of free-play; the child's interests should determine his 

activity; and while parents should be close at hand to 

reassure the child, adult intervention in play activities is 

to be minimized. 

A number of similarities are evident in the working 

principles of kindergarten and playcentres. Both recognise 

the importance of play, both appear to place emphasis on the child's 

interests as the basis for the programme, and their indoor and outdooI 

equipment seems indistinguishable. It is apparent, however, 

that the emphasis in the aims and objectives of kindergarten and 

playcentre is slightly different. Kindergartens show rather 

more of a pedagogical orientation with emphasis on learning 

experiences planned and provided by trained teachers. Play-

centres on the other hand attach central importance to children's 

play and to the involvement of parents in the preschool education 

of their children. Hill (1971) elaborated on these differences. 

He found that kindergarten programmes include many teacher

centred activities involving adult stimulation and guidance, 

whereas playcentre programmes tend to minimize these activities 

in favour of free play. In addition, kindergartens are staffed 

by professionally trained teachers. They rely minimally on 



mother-help and expect mothers to accompany children to pre

entry classes only, or to attend to "learn more about their 

children", Play centres on the other hand rely solely on 

mothers for their staff and expect a mother to stay with her 

child for a lengthy period because they believe that gradual 

separation of mother and child is necessary. It would thus 

5. 

appear in terms of aims and objectives, staffing, administration, 

and the involvement of mothers, that kindergartens and playcentres 

differ to some extent. Any or all of these differences could 

have important effects on the children concerned. 

It is not surprising that a number of assumptions have 

arisen about the desirability of kindergartens compared with 

playcentres. Supporters of kindergartens often claim that the 

kindergarten programme more adequately prepares a child to make 

the adjustments necessary for school, and supporters of play

centres have been equally vocal with respect to the advantages 

of playcentres. Although there has been much written about the 

relative merits of the two programmes, there is almost a complete 

lack of evidence on the actual effects of the programmes on 

children. To the writer's knowledge, only two studies have 

examined the effects of kindergarten attendance, and no attempts 

have been made to examine the comparative effectiveness of 

kindergartens and playcentres. In view of the increasing numbers 

of children attending preschool centres, it seems important to 

examine the differential effects of the two types of programmes 

on children. 
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Although little has been done in New Zealand to compare 

the effects of such programmes, some relevant work in this 

area has been done overseas. A number of studies, for 

example, have examined the effects of the Montessori 

preschool programme vis ~ vis those of a conventional nursery 

school in terms of cognitive, physical, and social 

development. While it is clearly not possible to 

generalize from the results of such overseas comparisons 

to the New Zealand systeooof Kindergarten and Playcentre, 

the overseas research does indicate that the amount of 

adult control and involvement, and the emphasis on academic 

activities appear to have a significant effect on children's 

development, especially their social development. On paper 

at least kindergarten and playcentre programmes would seem to 

differ in those respects, and a comparison of their 

differential effects on children's development seems worthwhile. 

In addition to the comparative research mentioned above, 

there has been much written overseas concerning the more general 

question of attendance vs. non-attendance at preschools. The 

effects of differential experiences have been examined in terms 

of cognitive development (Kristjansdottir, 1972), physical 

growth (Lamson, 1940), emotional adjustment (Heinicke, 1956), 

and social development (Brown & Hunt, 1961; Raph et al., 1968) 

Unfortunately, the studies in all four areas have differed in 

terms of the criteria of development used and the observation 

methods and sampling techniques employed. Conclusive findings 

'for' or 'against' the issue of preschool attendance have not 

been reported. 
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While some attempt has been made to assess the effects of 

attendance or non-attendance at a preschool in New Zealand (Betts, 

1955; Ross, 1956), both studies employed kindergarten children 

as their "attenders". No study has compared attenders of both 

playcentre and kindergarten with non-attenders. It was felt that 

a comparison of non-at tenders and attenders which included play

centre graduates as well as children who had attended kindergarten 

would provide a more adequate assessment of the effects of 

preschool attendance. 

The present study is concerned with the effects of 

Kindergarten and Playcentre attendance on social development. 

Two general questions are examined. Firstly, whether or not 

there are any differences in the social development of children 

who have' or have not attended a preschool (either a kindergarten 

or a playcentre). Secondly, whether the social development of 

children who have attended kindergarten differs from that of 

children who have attended playcentre. 
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CHAPTER 2 

REVIEW OF LITERATURE AND OUTLINE OF EXPERIMENTAL HYPOTHESES 

To a four year old, preschool classes are fun 
- playing with dolls ... , building with blocks ... , 
games outside ... , walks, quiet times listening 
to music, story times, marching, chatting with 
classmates, talking to the teacher, learning, 
sharing, caring, ... Without his knowing it, 
his teacher and her aide have subtly guided 
him in language development, perceptual skills, 
motor control, creative activities and social 
behavior. Preschools may look like fun through 
the eyes of a four year old, but its really a 
very special learning experience. (Lillard, 
1972. p. 103). 

An attempt will be made in the present chapter to see whether 

there is any empirical support for such claims (i.e., whether pre-

school attendance "makes a difference" to a child) and to examine 

the relative effectiveness of the various types of preschool 

programmes which are available. Clearly, for any child the range 

of developmental aspects (cognitive development, academic achievement, 

social development, etc.) that could be influenced by preschool 

education is extremely wide. When an attempt is made to determine 

the effects of a particular preschool programme it is apparent that 

inclusion of the entire range of developmental aspects is neither 

likely nor necessary and that some selection will be made. Whether 

or not a particular aspect is examined should be determined by 

the objectives of the programme under scrutiny as well as the 

concerns of the researcher. Thus if a programme is introduced 

to stimulate the cognitive development of underprivileged children, 

an adequate evaluation of the programme must incorporate measures 

of cognitive development, although data on personality development, 

etc., might also be included if this was considered necessary. 
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In a number of the studies reviewed below, the objectives 

of the preschool programmes have not been delineated and the 

basis for selection of the criteria used to evaluate the programmes 

is unclear. It is thus extremely difficult to interpret the 

results of such studies. Most of the studies reviewed were 

conducted in the United States and the American aspects of these 

studies need to be kept firmly in mind especially when the effects 

of "kindergarten" or "nursery school" are under discussion. It 

should be noted that the American kindergarten is not the equivalent 

of its New Zealand namesake but is more like the first-year infant 

programme in a New Zealand primary schodl. The American nursery 

school on the other hand would appear to approximate (to some 

extent) New Zealand playcentres and kindergartens, both in the 

ages of the children and in the types of programmes provided. 

Two major preschool systems (very similar to those in New Zealand) 

operate in Britain, and while relatively little research on pre

school education has been undertaken in the United Kingdom (Plowden, 

1967) several studies were located and are reviewed. The final 

section of the chapter is devoted to the few reported studies of 

New Zealand preschool education. Since the present investigation 

was concerned primarily with children's social adjustment, studies 

in that area are given prominence. At the same time, when the 

studies incorporate findings on other developmental aspects these 

are also included. 
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The Effects of Preschool Attendance on Social Development 

Because of the opportunities which preschoo~ offer for 

children to interact with other children or adults, it has long 

been assumed that preschool experience enhances children's social 

development. A number of studies have attempted to determine whether 

such a relationship exists. Reviews of research have been 

compiled by Beller (1973), Butler (1970), Fein and Clarke-Stewart 

(1973), Kellmer-Pringle (1960), LaCrosse, Lee, Litman, Ogilvie, 

Stodolsky and White (1970), Miezitis (1971), Moore and Kilmer 

(1973), Moustakas (1952), Sears and Dowley (1963), and Swift (J964), 

and a number of apparently conflicting findings have emerged. 

The apparent conflict is to some extent a function of: 1) 

experimental design problems; and 2) the diversity of the social 

development measures that have been used in the various studies. 

Most of the studies reviewed by Moustakas (1952) and some of those 

mentioned by Swift (1964) are methodologically unsound because of 

their failure to control for the maturation of the children. 

Other major design problems which have arisen include insufficient 

reliability data, lack of control for practice effects, and bias 

of testers, etc. Moreover, it is very difficult to make 

generalizations about the effects of preschools on social development 

because of the wide variety of measures of social development which 

have been used (e.g., direct observations, teacher ratings, and 

sociometric indices) and the many different definitions of social 

adjustment that have been employed. 
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With these reservations in mind, the following 

generalizations seem justified: 1) Experimentally sound 

studies which have used teacher ratings, direct observations, 

or sociometric indices have not demonstrated consistently that 

preschool attendance per se leads to increased social maturity; 

2) WhiJe g~neral activity 

preschool attendance, some 

increases in relation to the length of 

socially inacceptable behaviours (e.g., 

aggression, hostility, resistance) are apparent; 3) The kind 

of home ("privileged" vs. "deprived") that a child comes from 

appears to determine the degree of effectiveness that a preschool 

will have; 4) Differences on social measures between attenders 

and non-attenders are not stable over time; 5) There seems 

to be 9 relationship between the curricula emphasised in different 

programmes and the behavioural responses of the children involved. 

In particular, children who have attended preschools which offer 

relatively unstructured free-play opportunities appear more 

socially oriented than do children who have attended material

centred (e.g., Montessori) or cognitively oriented (e.g., Bereiter-

Engelmann) preschool programmes; and 6) The effects of programmes 

which differ in terms of the amount of adult involvement or the 

type of adult-child relationship emphasised have not been 

consistently determined. While some reviewed reports (e.g., Thompson 

1944) have suggested that interaction between "caring" adults and 

children provides the child with sufficient emotional assurance 

to interact more freely with his peers, others (e.g., McCandless & 

Marshall, 1957) indicated that dependence on adults during the 

preschool years is associated with relatively low social status 

and group participation. 
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A recent study (Kristjansdottir, 1972) was concerned with 

the relationship between preschool experience and teacher ratings 

of social adjustment in Grade I. Three groups of children were 

involved. One had attended a kindergarten which offered an 

"academic" programme, the second had attended a kindergarten with 

a "readiness" progranme, and the third group of children had not 

attended preschool and served as the controls. 

matched on sex, academic achievement, and SES. 

The children were 

Although the 

differences between the groups on ratings of social adjustment 

were non-significant, the author noted that children who had attended 

the kindergarten with an academic programme were rated as somewhat 

more shy, less polite, and more dependent, than the other kinder-

garten group. Thus, there was a slight suggestion that the two 

preschool programmes had differential effects on the children's 

rated behaviour. 

In brief, many attempts have been made to examine the 

relationship between preschool attendance and social development. 

Early studies which compared preschool attenders and non-at tenders 

found no significant social adjustment differences in favour of 

preschool attendance. Later research has been concerned with the 

effects of specific types of preschool programmes. In particular, 

available findings suggest that programmes which differ in the number 

of organized "academic" activities and the amount of adult involvemen 

usually have differential effects on children's social development 

and the the effects may be, at times, quite the opposite of those 

desired by proponents of the programmes. Because both academic 

content and parental involvement appear to differentiate the two 

major types of preschool available in New Zealand (Hill, 1971), 

this suggestion warrants further investigation. 
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The Effects of Preschool Attendance 

on Cognitive, Emotional, and Physical Development 

Apart from social growth, several other aspects of children's 

development may also be influenced by preschool attendance. 

Johnson (1928) suggested that facilities available at preschools 

should enhance physical development, arguments have been advanced 

for the emotional benefits in attending (Fein & Clarke-Stewart, 

1973), and the recent rapid growth of Head Start Preschools for 

disadvantaged children has been based largely on the rationale 

that preschool intervention can facilitate aspects of cognitive 

development. While a large number of studies have been designed 

to test the assumptions about cognitive development, only a very 

few have been concerned with the emotional and physical effects 

of preschool attendance. The present section inevitably reflects 

this research bias, and although some mention is made of studies 

involving emotional and physical development, the major portion 

deals with the relationship between preschool attendance and 

cognitive development. 

Preschool attendance and cognitive deve1opmen~. Early 

studies in this area have been reviewed by Moustakas (1952), 

Sears and Dow1ey (1963), and Swift (1964), and most of these 

studies were concerned with the question of whether or not 

intellectual development can be accelerated by nursery 

school attendance. Because of limitations in experimental design 

and sampling procedures, and conceptual difficulties arising 

from the equation of IQ change with change in general intellectual 
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development, many of the findings are inconclusive, contradictory, 

or impossible to interpret. On the basis of these early studies 

two general observations seem justified; 1) Generally there 

is no conclusive evidence that IQ's can be increased through 

preschool experience; and 2) Studies using IQ data have provided 

little evidence that preschool attendance may alter general cognitive 

development. 

Subsequent studies have usually incorporated more appropriate 

experimental designs and have been reviewed by Beller (1973), Butler 

(197~, Fein and Clarke-Stewart (1973), Hess and Bear (1968), Jensen 

(1969), and Miezitis (1970). While some results appear to be 

equivocal, several relationships seem to have emerged. Firstly, 

preschool programmes which emphasise particular aspects of cognitive 

development (e.g., the Bereiter-Engelmann programme of language 

development, the Montessori programme of sensory perception and 

discrimination learning, etc.) appear to result in increases in 

cognitive skills in those areas, although the stability of 

cognitive changes over time has not been demonstrated conclusively; 

however the findings of some studies which support preschool 

attendance may be spuriously inflated by offering the children the 

opportunity to practise skills which are specific to the evaluation 

instruments and may not be generalizable. Moreover, while some 

preschool programmes have emphasised school readiness skills, 

the effects of attendance at such programmes have been more 

consistently demonstrated by the Stanford-Binet and Peabody 

intelligence tests, and the Goodenough-Harris Draw-a-Person Test 

than by measures of achievement in the classroom; Secondly, 

comparisons of different preschool programme emphases (e.g., child

centred traditional nursery schools, material centred Montessori 
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preschools, or academic/adult-centred preschools) indicate that the 

particular emphasis of a programme results in characteristic 

responses to work, materials, and people, on the part of the 

children concerned (e.g., whereas children from the Montessori 

schools have been characterized as work-oriented, and highly 

responsive in a test situation, nursery school children have 

been shown to focus more on the people around them than on test 

materials) . Thirdly, the socio-economic backgrounds of the 

children determine to a large degree the effectiveness of 

preschool intervention on children's development (e.g., low 

SES disadvantaged children have been found to make greater 

gains on measures of IQ and achievement than their higher SES 

peers) . 

Denmark & Guttentag (1969) investigated the effects of 

racially integrated and non-integrated preschool programmes 

on low SES four year old Negro children. Five groups of 

children were involved: one group of 17 children attended 

a play-oriented nursery school which attempted to enhance children's 

concept formation, abstract reasoning, and use of symbols; 

a second group of 15 children were enrolled at a Head Start 

preschool which emphasised cognitive skills, concept formatiort, 

and abstract reasoning, and the children were taken on regular 

school trips; the third group of 15 children went to a previously 

all-white nursery school which offered traditional pre-kindergarten 

activities, and some work on conceptand perceptual development 

(it was assumed that language development and cognitive skills 

would improve through interaction with white, middle class 

children); the fourth group of 16 children attended a preschool 

which was primarily play-oriented, with a minimum of formal 
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education and training in cognitive skills; and the fifth 

group of 15 children who served as the control group, did not 

attend a preschool. The groups were matched on their pretest 

scores on the Reading Prognosis Test (Feldman & Mahler, 1966) 

and the Leiter International Performance Scale. After two 

months of preschool attendance, the preschool groups scored 

significantly higher than the controls. Although there was no 

clear indication that one preschool was better than the others 

for the children, it was suggested that the length of attendance 

at programmes emphasising specific cognitive skills was related 

to the degree of growth in children. 

Two studies were concerned with the effects of preschool 

programmes involving the parents of the children concerned. 

Gray and Klaus (1970) studied whether it was possible to offset the 

progressive retardation observed in the school achievement of 

children living in deprived circumstances. The preschool 

intervention programme emphasised both child and parent education 

(through home visits), and was aimed specifically at fostering 

attitudes related to achievement (achievement motivation, 

parental aspirations, etc.) and aptitudes related to achievement 

(perceptual and cognitive development, language, etc.). The subjects 

were 88 Negro children, sel~cted on the basis of parents' 

occupations, ecucation, income, and housing conditions. Sixty one 

children who lived in the same city were randomly assigned to 

three treatment groups. The remaining 27 children, who lived 

in another city nearb~ formed the distal control group. Four 
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treatments were possible: Tl - the first group attended a 

ten-week summer preschool for three years and a home-visitor 

called on each mother and child weekly for the intervening 

months; T2 - the second group had two years of summer 

preschool intervention and home visits; T3 - the local control 

group received no preschool intervention. Pre- and post-tests 

were administered at the time when the preschool attenders were 

being tested; T4 - the distal control group received exactly 

the same treatment as the local control group. 

Results indicated that immediately after intervention 

the two experimental groups scored significantly higher than 

the controls on the Stanford-Binet. While the IQ scores of 

all groups declined gradually over time the relative superiority 

of the preschool at tenders was maintained until the end of 

Grade 4 - three years after intervention had ceased. The results 

of the Peabody Picture Vocabulary Test showed a similar pattern 

but differences between the groups were not significant after 

Grade 1. On the Metropolitan Achievement Test the experimental 

groups were significantly superior to the controls at the end 

of First and Second grades but by the end of Grade 4 inter-

group differences were not significant. Thus, it appears that 

the preschool programme which involved mothers had substantial 

effects on the children initially but the limitations of 

subsequent school programmes and the depressed conditions in 

which the children continued to live mitigated against the continuanc 

of the effects. 
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A survey conducted by Heber and his associates (Heber & 

Dever, 1970; Heber & Garber, 1971) suggested a very close 

relationship between maternal intelligence and the mental 

retardation of children living in slum conditions. Subsequently, 

they instituted a preschool programme which emphasised a high 

degree nf parental (especially mother) involvement. ~\T omen 

living in an urban residential area characterised by an extremely 

high prevalence of "cultural-familial" retardation were tested 

intellectually after the birth of a child in order to identify 

those ,'lho were retarded and to "catch" the children \olhile they 

were still very young. Forty mothers were distinguished and their 

children randomly assigned to experimental or control groups. 

From the age of three months the experimental infants were exposed 

to an intensive stimulation programme designed to facilitate cognitiv. 

and language development and to offset the adverse factors in their 

living environment. Simultaneously, the experimental mothers 

underwent a "rehabilitation" programme which aimed to prepare 

them for employment, and to improve their home-making and child-

rearing skills. The control mothers and children experienced 

no intervention, but took part in the extensive testing 

programme which included general IQ tests, and direct measures 

of learning and performance. 

Results indicated that after 14 months of age, the 

experimental children were superior to their controls on all 

of the measures used. 
1 By 42 years there was a mean difference 

between experimental and control children of 27.4 IQ points. 
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While the results must be int~rpreted with due caution until 

long-term evaluations are possible, it would appear that the 

emphasis on both mother and child education in Heber's programme 

and intervention very early in a child's life had significant 

effects on the growth of the children. 

Kristjansdottir (1972) eyamined the relationship between 

preschool experience and achievement in Grade 1. Three groups 

matched on sex, academic achievement, and SES were selected. The 

firs t group at tended one year of kindergarten wi th an "academic" 

programme, the second attended a kindergarten with a "readiness" 

programme, and the third group had no preschool experience 

prior to Grade 1. The results indicated that children who had 

attended the academic kindergarten, in comparison with the 

controls, scored significantly higher on measures of school 

readiness and reading achievement after kindergarten, and on 

reading and arithmetic achievement following Grade 1. Although 

differences between children who had attended the readiness 

kindergarten and the controls were not significant immediately 

after kindergarten, significant differences in reading and 

arithmetic achievement were apparent at the completion of 

Grade 1. A comparison of the two preschool groups showed that 

the academic kindergarten children scored significantly higher 

than the readiness kindergarten children on reading achievement 

after kindergarten and on both reading and arithmetic 

achievement at the completion of Grade 1. Thus, it would appear 

from this study that preschool attendance can result in increased 

academic achievement during first grade, and that some types of 
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preschool programmes yield greater benefits than others. No 

indication was given that the groups had been randomly assigned 

to preschool treatments, however, and it is possible that the 

results were confounded. 

Silverberg, Silverberg and Iverson (1972) examined the 

effects of two months' daily kindergarten instruction in alphabet 

and number recognition on first grade reading. The sample 

(n = 109) consisted of two kindergarten classes in each of two 

schools. In each school, one of the classes served as the 

experimental group and the other as the control group. The 

experimental groups were superior to the controls in learning 

the names of letters and numbers immediately after the 

instruction period and two months later at the beginning of Grade 

1. At the end of- First Grade, however, no differences were 

found on the Metropolitan Achievement Test (Reading) or the 

Wide Range Achievement Test (Word Recognition section). Thus, 

training in specific reading readiness skills at preschool appeared 

to have no significant effect on general reading achievement 

(word recognition) at the end of Grade 1. 

While the results of some of the more recent studies appear 

to indicate that certain types of preschools are better than others 

in enhancing the development of cognitive skills, findings are by 

no means conclusive. It would seem that the major points 

drawn from the previous reviews of research into cognitive develop

ment cited above are still applicable, although the qualification 

must be made that preschool attendance can apparently have a sub

stantial impact on the cognitive development of mildly retarded 

children if it is begun early enough and if parental involvement 

and participation in the programmes is at a high level. 
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Preschool attendance and emotional development. It has 

often been suggested (Butler, 1970; Fein & Clarke-Stewart, 

1973) that where parents are involved in the preschool programme 

and where the separation of children from their mothers is 

achieved gradually, attendance at preschool ought to enhance 

emotional development. Research into the effects of preschool 

attendance on emotional development has been reviewed by 

Butler (1970), Fein & Clarke-Stewart (1973), LaCrosse et al. 

(1970), Moustakas (1952), and Swift (1964), and as far as the 

author is aware, no other subsequent studies have been 

undertaken. While many inconclusive results have been obtained, 

some consistent relationships between preschool attendance and 

emotional growth appear to have emerged, and the following 

generaliZations seem justified: 1) no deleterious effects 

have been found in children's emotional growth when they have 

been cared for in day nurseries or such facilities as kibbutzim, 

where children undergo much more extensive separation (Fein & 

Clarke-Stewart, 1973); 2) longer preschool attendance has been 

associated with increased self-control, more mature moral judge

ments, and better self-images; but positive effects on emotional 

development do not seem stable over time; and 3) the inter-

relationship between homebackground characteristics and preschool 

attendance is complex and as yet unclear. While some research 

(Beller, 1973) indicates that children coming from deprived 

and educationally disadvantaged backgrounds gain no long-term 

emotional advantages, other findings (Fein and Clarke-Stewart, 

1973) suggest that children from deprived backgrounds may experience 

more stable emotional relationships in preschool than they enjoy 

at home. 



In summary, preschool attendance does not appear to 

have any deleterious effects on children's emotional growth, 

and may, in fact, be an important experience for children 

from unstable backgrounds. Fein and Clarke-Stewart (1973) 

also suggested that the length of time away from parents, 
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the kinu of substitute care that is provided, the degree of adu1t

involvement with the children, and the quality of the mother-child 

relationship may all determine the effectiveness of preschool 

attendance on emotional development. Kindergarten and play centre 

in New Zealand appear to differ somewhat in the amount of 

parent-involvement in their programmes and the stress placed on 

parent-child separation (Hill, 1971). In addition, children 

who don't attend preschool are presumably not separated from 

their parents for any length of time - unlike kindergarten and 

playcentre children. It seems likely, in view of overseas 

findings, that children who have ~ndergone such differential 

preschool experiences would differ somewhat emotionally. While 

the present study was not concerned with this possibility, an 

examination of the effects of kindergarten and playcentre 

attendance and preschool non-attendance on emotional development 

seems worthy of investigation. 

Preschool attendance and physical/motor development. 

The very few studies available have been reviewed by LaCrosse 

et ale (1970), Moustakas (1952), and Swift (1964), and two 

generalizations appear to be warranted. Firstly, preschool 

programmes in which children are trained in specific motor 

skills have been shown to enhance their development in those 

skills. And secondly, there is no clear relationship between 
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preschool attendance and general physical development. It 

is likely in recent years, with increased medical and dietary 

knowledge, improved living standards, etc., that parents and 

preschool administrators, etc., have deemphasised the role of 

preschools in facilitating children's physical development, 

and the comparative lack of recent research could well reflect 

this change in emphasis. Living conditions are by no means 

uniform, however. Heber and Dever's (1970) study indicated that 

for mentally retarded children from deprived backgrounds, preschool 

attendance compared with non-attendance can result in significant 

changes in the growth of the children involved. Thus, it could 

well be that the influence of preschool attendance on physical 

development has not as yet been adequately explored. 

In summary, the large volume of research into the 

effects of preschool attendance on cognitive, emotional, and 

physical/motor development has not yielded solid evidence of 

the benefits of such attendance. Programmes vary widely in their 

aims, methods of teaching, types of equipment used, and emphases 

placed on particular aspects of children's development. Thus, 

some programmes appear to be effective with certain children but 

not with others. One finding, however, which has emerged and which 

seems particularly pertinent to the New Zealand situation is 

the suggestion that the emphases given to both organised academically 

oriented activities, and parental or adult involvement in particular 

programmes may differentially affect children's development. 
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Research on New Zealand Preschool Attendance 

Although much has been written about New Zealand preschools, 

most of the literature is highly descriptive in nature and covers 

such topics as the historical origins of preschools, their staffing, 

aims, materials and methods, typical characteristics of staff 

across the country, aspects of building, etc. Very little 

empirical research has been conducted and as far as the author 

is aware, only two empirical studies of New Zealand preschools have 

been documented. Both of these studies were concerned with the 

effects of attendance at kindergarten. 

Betts (1955) examined the influence of attendance and 

non-attendance at kindergarten on children's emotional and social 

development. Two groups of children, matched for CA, MA, SES, 

sex, and numbers of siblings, were involved. They comprised 55 

children (30 boys and 25 girls) who had attended kindergarten 

prior to school admission, and a similar group with no preschool 

experience. Teachers rated the children on scales of social 

development and emotional adjustment devised by the investigator. 

Findings on the measure of social development indicated that there 

were significant differences between boys in favour of the kinder

garten attenders, although no such differences were evident between 

the two groups of girls. Moreover, it was found that the 

differences were consistent whether children had attended 

school for 1, 2, or 3 months. 

A comparison of total scores on the measure of emotional 

adjustment indicated that both boy and girl attenders were 

significantly more emotionally mature than their controls. While 

there were some sex differences in reactions to stress situations 

(e.g., tendency to cry, etc.), children who had attended 



kindergarten were more mature "in all-round emotional 

development" (p. 72) and showed fewer nervous or regressive 
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tendencies than the controls. It would appear that preschool 

attendance enhanced the children's emotional development 

(as defined in this study). While there was a suggestion 

that boys show greater gains in social matur~ty than girls 

follOWing preschool attendance, it would appear that the 

emotional development of both boys and girls was enhanced 

by such attendance. 

Ross (1956) examined the effects of kindergarten attendance 

on number and reading readiness and social development. Two 

groups of children, matched for sex, CA, SES, IQ, nationality, 

and school were involved, and included 37 children (17 boys 

and 20 girls) who had attended kindergarten for at least nine 

months prior to school admission, and a similar number of 

children who had not attended preschool. The Reading and 

Number Readiness sections of the Metropolitan Readiness Tests were 

administered and intergroup comparisons were made on total 

readiness scores, reading readiness subtests (oriented towards 

vocabulary and concept development), and number readiness scores. 

Kindergarten attenders scored slightly higher than the controls 

on all three measures but differences were not significant. 

Children's social development was assessed by teacher ratings 

(Vineland Social Maturity Scale) and observations of social 

interactions during free activity periods and lunch play 

periods. Comparisons between the groups on mean social age 

scores indicated that kindergarten attenders were 

approximately 5 months more advanced socially than the controls. 

The superiority of kindergarten children was also reflected in 
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their mean social quotients. Observations of play interactions were 

analysed in terms of "good" and "bad" social responses. 

No significant differences between groups were obtained from 

playground observations although there was a tendency for kinder

garten children to exhibit slightly more IIbad" as well 

as "good" social behaviour when compared with the controls. 

It was suggested that this was a function of overall increases 

in social interaction. Observations within the classroom setting 

indicated that kindergarten children showed significantly 

more "good" social responses than the controls. While there 

was also a tendency for kindergarten children to exhibit more IIbad" 

social responses) this difference was not significant. 

It would appear from Ross's study that preschool attendance 

did not appreciably influence academic readiness. The findings 

for social development are less clear, however. While there 

is evidence of significant differences in favour of kindergarten 

attenders on ratings of social maturity, the findings from 

observations of social interactions suggest only slight 

advantages within the classroom - but not in the playground, 

for kindergarten attendance. Moreover, there was a suggestion 

that kindergarten attendance may also have increased undesirable 

social responses. 

It could be argued that it is somewhat premature"to examine 

the effects of kindergarten and playcentre programmes until more 

adequate bases for classifying such programmes, especially 

in terms of the actual components of the programmes and the 

cha~acteristics, abilities, etc. of the teachers are developed. 

It is possible that the characteristics of particular kindergarten 
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and playcentre programmes may vary considerably. Nevertheless 

the training programmes for kindergarten teachers are 

coordinated by regional supervisory staff, and the 

supervisors in playcentres have completed specified playcentre 

association training. It thus seems likely that there will be 

considerable similarity between kindergarten programmes, and 

between playcentre programmes. At the same time, differences 

between kindergartens and playcentres, with respect to 

programme characteristics, staff-child relationships, etc. 

will probably be consistent. Moreover, it seems equally likely 

that such differences will be reflected in the development of the 

children concerned. A comparative study of the effects of kinder-

garten and playcentre attendance therefore seems both 

desirable and long overdue. In the present study, an attempt was 

made to examine the effects of kindergarten and playcentre 

attendance as well as preschool 

social development. 

non-attendance on children's 

Experimental Hypotheses 

Overseas studies have not consistently reported 

differences in social development between children who have and 

have not attended preschool. At the same time, two empirical 

studies have examined the effects of attendance at New Zealand 

kindergartens, and both have shown advantages in favour of such 

attendance. In particular, there is some evidence that emotional 

development may be enhanced through kindergarten attendance, 

although the findings for social development and cognitive growth 

are unclear, and no research has been conducted into the effects 

of playcentre attendance . Accordingly, the following non-

.:J .: ___ ... .: ~ _ ~ 1 h n ~ ~ ... h Co C ; '" T.1 <> '" f I") r m 11 1 :l. ted : 



Hypothesis 1: Children who have attended a 

preschool centre (either a playcentre or a 

kindergarten) differ in terms of their social 

development from children who do not attend 

preschool. 

28. 

A number of overseas studies indicate that differ2nt 

types of preschool programmes yield differential effects on the 

children concerned. Specifically, it has been suggested that 

emphasis on organized academic activities, or on the amount of 

adult and parent involvement may both have a substantial 

influence on social development. Children who are exposed to 

academically oriented programmes tend to become more material-

centred and less conscious of the people around them, while 

the effects of adult-centred programmes on the children involved 

are unclear. Because kindergartens and playcentres differ in terms 

of their emphasis on organized teacher-centred activities, and 

with respect to the amount of parental involvement in the 

programmes, it seems likely that attendance at kindergarten 

or playcentre would differentially affect the social 

development of the children concerned. Accordingly a second 

nondirectional hypothesis was also formulated: 

Hypothesis 2: Children who have attended 

a playcentre differ in terms of their 

social development from children who 

have attended kindergarten. 
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CHAPTER 3 

METHOD 

Subjects 

The subjects were 90 five year aIds (54 boys und 36 girls) 

in their first year at Christchurch city primary schools. Three 

groups were selected from each of nine schools. These comprised 

30 children (18 boys, 12 girls) who had attended kindergarten 

prior to school, 30 children (18 boys, 12 girls) who had attended 

playcentre, and 30 (18 boys, 12 girls) who had not attended 

preschool prior to school admission. Because the majority 

of children in the schools had attended a preschool at some time, 

completely random selection of the sample was not possible. 

Consequently, a list was compiled of children from the nine 

schools who had not attended preschool and who were considered 

by their teachers to have no marked physical or sensory 

defects. These children were then matched in trios on the basis 

of age and sex with classmates who had attended playcentre or 

kindergarten. An attempt was also made to minimize intra-trio 

differences on IQ, SES, numbers of siblings in the family, position 

in the family, length of preschool attendance, and time at school. 

The kindergarten and playcentre groups were included so that 

a comparison between children who had attended kindergarten and 

those who had attended playcentre could be made. Children were 

selected for these groups if they had had at least six months' 

-
preschool experience (X

k 
= 13.46, s.d = 6.16, X = 18.25, 

pc 

s .. d = 7. 75) . The children with no preschool experience we~ 

included for two reasons: firstly, to provide a baseline for 

interpreting any differences between playcentre and kindergarten 
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children, and secondly, to determine the extent of development 

irrespective of preschool attendance in five year old children 

so that a comparison between those who did and those who did not 

attend preschool could be made. 

Prior to the observations, the Goodenough-Harris "Draw

a-Han" '2"est (Harris, 1963) was administered by the children's 

teachers. SES ratings on all subjects, in terms of the level 

of fathers' occupations and incomes, were obtained using a 

scale derived from New Zealand socioeconomic data (Elley & 

Irving, 1972). In view of the possibility that the number of 

siblings within a subject's family could influence the degree 

of social participation shown by him (Parten, 1933; Bossard & 

Boll, 1960), an attempt was made to balance the groups as closely 

as possible with respect to the number of siblings within families. 

An attempt was also made to minimize inter-group differences in 

terms of the subjects' positions within families. It was 

recognized that a different social role might possibly be 

expected of first-borns than younger children. Descriptive 

data on chronological age, mental age, intelligence, SES, 

numbers of siblings, and position in family of the three experimental 

groups are presented in Table 1. It should be noted that the groups 

differed somewhat on these variables and account was taken of this 

variability in the interpretation of the results. 

General Design 

An attempt was made to control for intrasession history 

(Campbell & Stanley, 1963). Once children had been selected for 

each of the three groups, they were randomly ordered within their 

trios to prevent: 1) the possibility of all first observations 



Kindergarten 

Boys 

P1aycentre 

Boys 

Home 

Boys 

Kindergarten 

Girls 

P1aycentre 

Girls 

Home 

Girls 

* 

x 
s . d . 

x 
s. d. 

x 
s . d • 

x 
s . d • 

x 
s. d. 

x 
s . d. 

Descriptive data on the Experimental Groups 

CA MA 
(in months) (in months) 

64.56 

2.24 

64.56 

2.24 

65.72 

3.41 

63.59 

2.60 

63.92 

2.02 

64.17 

3.26 

65.94 

10.40 

64.89 

11.20 

70.61 

8.78 

66.58 

13.05 

69.17 

7. 80 

64.08 

8.88 

IQ 

101. 72 

13.57 

100.11 

15.92 

107.67 

14.14 

104.42 

18.38 

108.17 

11. 25 

99.67 

11.45 

Scores range from l=high, to 6=low. 

SES* 

3.44 

1. 30 

4.06 

.97 

4.28 

1. 10 

4.50 

.96 

3.75 

1.10 

4.58 

.64 

No. of Position 
Siblings in Family 

2.33 

.47 

2.28 

.73 

3.22 

1. 31 

2.67 

.62 

2.92 

1. 04 

4.08 

2.02 

1. 72 

.73 

1. 72 

.80 

2.39 

1. 42 

1. 67 

.76 

2.08 

1.11 

3.17 

1. 82 
W 
f-' 



32. 

being made on one particular group, and 2) the problem of 

observer bias resulting from the knowledge of a child's preschool 

attendance. In addition, all children in a trio were observed 

011 the same day to prevent differences arising from differential 

weather and playground conditions, variations in classroom climate, 

etc. 

Social Participation 

The degree of a child's social participation was classified 

according to the Parten Scale of Social Participation (Parten, 1932; 

Parten, 1933; Parten & Newhall, 1943). The scale categories range 

from 1 (low) to 6 (high), and are defined by Parten and Newhall 

(1943) as: 

(1) Unoccupied Behaviour - In this category the child apparently 

is not playing at all, at least not in the usual sense. Rather he 

tends to occupy himself by watching anything which happens to be of 

momentary interest. When there is nothing of interest to him taking 

place, he may, e.g., play with his own body, get on and off seats, 

stand around, follow the teacher or sit in one spot glancing around 

the playground. 

(2) Solitary Play - Here the child plays alone and 

independently with equipment which is different from that used 

by children within speaking distance, and he makes no attempt to 

get close to or speak to the other children. His interest is 

centred on his own activity, and he pursues it without reference 

to what others are doing. 

(3) Onlooker Behaviour - The child spends most of his time 

watching the others play. He often talks to the playing children, 

asks question, or gives suggestions, but does not enter into the 

play himself. He stands or sits within speaking distance of the 
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group so he can see or hear all that is taking place. 

(4) Parallel Play - The child plays independently, but 

the activity he chooses naturally brings him among other children. 

He plays with equipment et~ similar to that used by the children 

around him, but he plays with the equipment as he sees fit and does 

not try ~o influence the activity of children near him. 

beside rather than with other children. 

He plays 

(5) Associative Play - The child plays with other children. 

There is exchange of play equipment, following one another with toy 

cars, trucks, etc., and mild attempts to exercise control over the 

children who mayor may not play in the groups. All engage in 

similar if not identical activity; there is no divisio~ of labour 

and no organisation of activity. Each child acts as he wishes, 

and does not subordinate his interests to the group. 

(6) Cooperative Play - The child plays in a group that is 

organized for the purpose of making some material product, of 

striving to attain some competitive goal, of dramatising situations 

of adult or group life, or of playing formal games. There is a 

marked sense of belonging or not belonging to the group. The 

control of the group situation is in the hands of one or two 

members, who direct the activity of the others. The goal, as 

well as the method of attaining it, necessitates a division of 

labour, the taking of different roles by the various group 

members, and the organization of activity so that the efforts of 

one child are supplemented by those of another. 
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Observations were analysed in two ways: Firstly, analyses 

were undertaken of the frequency of observations within each 

category considered separately. For each category, subjects were 

assigned a score of 1 for each observation falling within that 

category and a score of zero if no instances of that behaviour 

were recrrded. The score for a particular child on a particular 

category could thus range from 0 to 20. Since each child's 

category scores were derived from a total of 20 observation$, 

however, it is clear that category scores are related and that the 

maximum score for each child on all categories summed is 20. 

Secondly, in terms of weighted scores - Unoccupied - Score = 1 

(i.e., an instance of unoccupied behaviour was given a score of 1); 

Solitary - Score = 2; Onlooker - Score = 3; Parallel - Score = 4; 

Associative - Score = 5; Cooperative - Score = 6. A summed 

social participation score (SSP) for each child was obtained by 

summing the scores for the twenty observations. Consequently, 

individual SSP scores could range from 120 (20 x 6) to 20 (20 x I), 

for the 20 observations. 

Social Acceptability 

The degree of a child's acceptance (SA) by his peers was 

assessed by using sociometric ratings (Kerlinger, 1973). All 

children in the classrooms under study were asked to name three 

children they would most like to play with. Social acceptability 

of the subjects was determined by summing the total number of times 

each subject was chosen as a playmate, and reducing this to a 

percentage of the number of possible times he could have been 

chosen. Thus, a child who was chosen 11 times in a class of 

22 other children, each of whom could choose three playmates, 
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was chosen 11 out of 22 possible times. Reduced to a percentage 

the child's SA score would be 50. In addition, a measure of 

reciprocated choice (Kerlinger. 1973) was obtained by examining 

subjects' choices and determining the degree to which the three 

children selected reciprocated each subject's choice. Reciprocal 

acceptance (RA) scores ranged from a maximum of 3 (the th~ee 

children chosen by the subject chose him in return) to a minimum 

of a (none of the children chosen by the subject returned the 

choice) . 

Teacher Ratings 

Teachers of all subjects were asked to rate the children 

for their sociability. The rating was defined a~ follows: 

Sociability -

1) The child always prefers to play or work with others 

2) The child often prefers to play or work with others 

3) The child spends equal amounts of time with 

others and by himself 

4) The child seldom prefers to play or work with others 

5) The child never prefers to play or work with other 

children, 

and teachers were asked to select the category which best fitted 

each subject. 

Procedure 

An attempt was made to obtain a random sample of group 

participation at a time when children would be most likely to 

engage in behaviour of their choice and least subject to teacher 

direction of and teacher interventionin their activity. The 

free-play period (12.15 - 12.55 p.m.) during the school lunch 
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break was chosen as the most suitable time to observe children at 

play. Each trio of subjects was observed during this period, 

and all social interactio~were classified according to the Social 

Pariticipation Scale. 

A time-sampling method, based on a two-minute schedule, was 

used to record each subject's behaviour. The first child in each 

trio was randomly selected and his predominant social behaviour 

noted every fifteen seconds, for one ~inute (i.e., four observations) 

The second minute was used to record additional behavioural details, 

etc., and to locate the second of the three subjects. A similar 

procedure was used for all three children, and the observations 

were rotated until twenty IS-second observations had been made 

on each subject. 

(see Appendix C) 

All data were recorded on prepared rating sheets 

Although the majority of the observations were made by the 

researcher, two additional observers were present on a number of 

randomly determined occasions. All observers tried to be as 

unobtrusive as possible, and when their presence occasioned 

some comment from children, discussions were terminated as 

quickly as possible to minimize any influence on or interference 

with the play behaviour of the other children. A check was made 

on the agreements between the three raters over 48 rating 

instances, and exact agreement was found on 81% of the ratings. 

It was impossible to gauge the effects of the observers' presence 

but since each school visited was used extensively for observation 

and teaching practice by Teachers' College students, it was 

assumed that the presence of the three observers would have had 

minimal effects on the children's play behaviour. 
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Statistical Analyses 

Two way (sex by preschool) analyses of variance (Winer, 1971) 

were carried out on the dependent variable measures - separate 

Play Category scores, SSP scores, Social Acceptability scores, 

Reciprocal Acceptability scores, and teachers' ratings of 

children's social acceptability. 
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CHAPTER 4 

RESULTS AND DISCUSSION 

Results 

Primary Analyses. The results of analyses of variance 

carried out on each of the six separate play category scores are 

presented in Tables 2-7. None of the main or interaction effects 

were significant. In view of the minimal variability in cell means 

it was evident that planned comparisons between kindergarten and 

playcentre groups and between preschool at tenders and non 

attenders were unnecessary. The group means for the separate 

play category scores are presented graphically in Figure 1. 

It is apparent that the patterns of play for the three preschool 

groups were very similar. Moreover, it should be noted that 

the similarity was consistent across sexes. 

Essentially equivalent results were obtained from the 

analysis of summed Social Participation (SSP) scores (Table 8) 

in that neither the main effects nor the interaction effect were 

significant (i
k 

= 80.40, Xpc = 82.31, i h = 82.44)} The analysis 

of Social Acceptability (SA) and Reciprocal Acceptability (RA) 

scores are presented in Tablffi 9 and 10. Neither of the main effects 

nor the interaction effect were significant for either SA scores 

(i
k = 9.82, ipc = 11.09, i h = 13.62) or RA scores (ik = 25.36, 

X = pc 27.06, i
h 

= 31.72). Table 11 presents a summary of the 

1 
For ease of presentation, lower case letters k, pc, and h 

are used to denote kindergarten, playcentre and home (no preschool) 
groups respectively. 



Source 

Sex (A) 

Tab Ie 2 

Analysis of Variance of 

Separate Play Category Scores 

Unoccupied Behaviour 

df MS F 

1 1. 35 0.60 

Preschool (b) 2 0.82 0.37 

A x B 2 0.15 0.07 

39. 

p 

0.55 

0.69 

0.93 



Source 

Sex (A) 

Table 3 

Analysis of Variance of 

Separate Play Category Scores 

Solitary Behaviour 

df MS F 

1 0.60 0.10 

Preschool (B) 2 3.77 0.65 

A x B 2 6.37 1.10 

40. 

p 

0.74 

0.53 

0.33 



Source 

Sex (A) 

Table 4 

Analysis of Variance of 

Separate Play Category Scores 

Onlooker Behaviour 

df 1'1S F 

1 6.02 0.93 

Preschool (B) 2 4.11 0.64 

A x B 2 5.50 0.85 

41. 

p 

0.66 

0.53 

0.56 
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Source 

Sex (A) 

Table 5 

Analysis of Variance of 

Separate Play Category Scores 

Parallel Play 

df MS F 

1 13.07 0.98 

Preschool (B) 2 10.91 0.82 

A x B 2 0.84 0.06 

42. 

0.67 

0.55 

0.93 



Source 

Sex (A) 

Table 6 

Analysis of Variance of 

Separate Play Category Scores 

Associative Play 

df MS F 

1 0.32 0.01 

Preschool (B) 2 10.90 o • 39 

A x B 2 8.06 0.28 

43. 

p 

0.91 

0.68 

0.75 
i 

I 



Source 

Sex (A) 

Tab le 7 

Analysis of Variance of 

Separate Play Category Scores 

Cooperative Play 

df MS F 

1 22.00 0.89 

Preschool (B) 2 3.41 0.13 

A x B 2 13.35 0.53 

44. 

p 

0.64 

0.87 

0.59 
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Table 8 

Analysis of Variance of 

Summed Social Participation (SSP) Scores 

Source df MS F p 

Sex (A) 1 39.15 0.22 0.64 

Preschool (B) 2 38.08 0.22 0.81 

A x B 2 269.92 1. 52 0.22 



Source 

Sex (A) 

Table 9 

Analysis of Variance of 

Sociometric Data 

Social Acceptability Scores 

df MS F 

1 3.725 0.06 

Preschool (B) 2 97.139 1. 69 

A x B 2 42.162 0.74 

47. 

p 

0.79 

0.19 

0.51 



Source 

Sex (A) 

Table 10 

Analysis of Variance of 

Sociometric Data 

Reciprocal Acceptability Scores 

df MS F 

1 0.07 0.09 

Preschool (B) 2 0.25 0.31 

A x B 2 1. 64 1. 99 

48. 

p 

0.76 

0.74 

0.14 



Table 11 

Analysis of Variance of 

Teachers' Ratings of Social Acceptability 

Source df MS F p 

Sex (A) 1 0.01 0.01 0.91 

Preschool (B) 2 0.31 0.42 0.66 

A x B 2 0.05 0.06 0.94 

49. 
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analysis of variance of teachers' ratings of the children's 

social acceptability. Neither of the main effects nor the 

interaction effect were significant (Xk = 2.43, X = 2.61, pc 

Xh = 2.43). These results indicate that kindergarten, playcentre 

and home (no preschool) groups did not differ significantly 

in terms of their popularity with their peers, the frequency 

of their mutual friendshi~ or the extent of their sociability as 

rated by their teachers, and the results for boys and girls were 

closely comparable. 

In brief, kindergarten, playcentre and home groups did not 

differ significantly on any of the measures reported above. (Inter-

correlations between dependent variable measures, which in 

general were rather low, are presented in Appendix A, Table 20.) 

While no sex differences were observed, it is possible that inter-

group variation was masked to some extent through other uncontrolled 

sources of variation. A series of secondary exploratory analyses 

of variance was therefore undertaken in which SES, IQ, number of 

siblings, and position in family were each in turn incorporated 

as moderator variables. 

Secondary Analyses. Within each preschool and sex group 

children were classified according to their SES ratings into 

High (Scale ratings 1 - 3), Medium (Scale rating 4) and Low 

(Scale ratings 5 - 6) SES groups. Three way analyses of variance 

were undertaken on the dependent variable measures (separate 

play category scores, SSP scores, SA scores, RA scores and teachers' 

ratings of social acceptability).2 No significant main or interaction 

2 
Where significant main or interaction effects were obtained, 

the results are tabulated and discussed in the Results section. All 
other tables are included in Appendix B. 



5 1. 

effects were obtained from the analyses of SSP, RA, and SA scores, 

teachers' ratings of social acceptability, and play categories 

1, 2, 4, 5, and 6. A significant Preschool x SES interaction was 

obtained from the analysis of Onlooker Behaviour (Category 3). 

The results are presented in Table 12, while the means are shown 

graphically in Figure 2. 3 For kindergarten children the highest 

frequency of onlooker behaviour is apparent in the high SES 

children, in the playcentre group most onlooker behaviour was 

apparent in the medium SES children, while the home group low SES 

children showed the most onlooker behaviour. There is thus a 

slight suggestion that SES variation may have masked intergroup 

differences. The fact that similar results were not attained for 

any of the other separate play categories, however, suggests that 

such masking was not substantial. 

A second set of exploratory three-way analyses of 

variance were undertaken on the dependent variable measures. 

The children were classified within each preschool and sex group 

into three IQ level subgroups -high IQ (110 and above), medium IQ 

(98 - 109) and low IQ (97 and below), and IQ levels were used as the 

post-hoc moderator variable. None of the main or interaction effects 

deriving from the analyses of separate play categories, SA and RA 

scores and teachers' ratings of social acceptability were significant. 

A significant sex x Preschool x IQ interaction was obtained from 

the analysis of SSP scores (Table 13). The results are presented 

graphically in Figurffi 3 and 4 for separate sex groups. High IQ 

boys (Figure 3) who did not attend preschool prior to school 

3 
It was not considered necessary to undertake analyses of 

simple effects following significant interactions in these exploratorj 
analyses as only the general patterns of results were of interest. 



Table 12 

Analysis of Variance of 

Onlooker Behaviour 

with SES incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 3.04 0.52 0.52 

Preschool (B) 2 11. 31 1. 93 0.14 

SES (C) 2 2.11 0.36 0.70 

A x B 2 16.73 2.86 0.06 

A x C 2 3.35 0.57 0.57 

B x C 4 16.10 2.75 0.03 

A x B x C 4 14.48 2.48 0.06 

52. 
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High SES Medium SES Low SES 

Figure 2. Mean frequency of Onlooker Behaviour as a 
function of preschool experience and 
socioeconomic status. 



Table 13 

Analysis of Variance of 

SSP Scores 

with IQ incorporated as a Moderator Variable 

Source df MS F :p 

Sex (A) 1 86.83 0.49 0.51 

Preschool (B) 2 42.72 0.24 0.79 

IQ (C) 2 40.99 0.23 0.79 

A x B 2 99.07 0.57 0.57 

A x C 2 90.64 0.52 0.60 

B x C 4 30.89 0.17 0.94 

A x B x C 4 453.74 2.60 0.04 

54. 
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Figure 3. Mean SSP scores as a function of preschool 
experience for high, medium, and low IQ 
boys. 



95 

90 

co 
<::I) 

~ 
C) 
<:) 

tJ) 

P... 85 
tJ) 
tJ) 

~ 
\:j 
<::I) 

~ 

80 

75 

~ Kindergarten 

~ Playcen tl~e 

El Home 

..... 
* ....... 

':::.J 
.: -:.:.: '~.l 
jj ....... .. .. .. .. .. ....... .. .. .. .. .. .. .. .. . . . 'j ........ 

.. .. " .. ..... " ........ . .. .. .. .. 
':::., 

---_ ...... ... " " .. 
• • ot • 

~~~~~~'~'~'~'~'~ __ -1~~~~ __ A,~"·':: ~~~ 
High IQ Medium IQ L01;) IQ 

56. 

Figure 4. Mean SSP scores as a function of preschool 
experience for high, medium, and low IQ 
girls. 
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admission showed higher SSP scores than high IQ boys who attended 

either playcentre or kindergarten. For middle and low IQ boys, 

the reverse was true with non attendance at preschool associated 

with the lowest SSP scores. The results for girls (Figure 4) 

are almost the complete reverse of those for the boys. High IQ 

girls who did not attend preschool showed lower SSP scores than 

high IQ girls who had attended either playcentre or kindergarten. 

Nonattendance at preschool was associated with higher SSP scores 

for medium IQ girls, while low IQ girls who did not attend 

preschool showed higher SSP scores than those who attended kindergarten 

and only slightly lower scores than those who attended playcentre. 

These findings are very confusing to say the least. It seems 

clear however that the original results are obscured to some extent 

through the variability associated with the children's IQs. 

It must also be noted however that no significant results were 

obtained from the analyses of separate play categories. 

Size of family was the moderator variable used in the third 

set of exploratory analyses. Two levels of family size were used -

large families (3 or more children) and small families (less than 

3 children). Three way analyses of variance were undertaken on 

the dependent variable measures. No significant main or interaction 

effects were obtained from the analyses of SSP, SA and RA scores, 

and separate play category 1, 2, 4, 5 and 6 scores. A significant 

main effect for size of family was obtained from the analys,is of 

teachers' ratings of social acceptability (Table 14). Teachers 

consistently rated children from large families as more socially 

acceptable to other children than children from small families 

irrespective of the preschool experience or sex of the children 



Table 14 

Analysis of Variance of 

Teachers' Ratings of Social Acceptability 

with Family Size incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.62 0.87 0.64 

Preschool (B) 2 0.48 0.67 0.51 

No. in family ( C) 1 4.65 6.53 0.01 

A x B 2 0.02 0.03 0.96 

A x C 1 0.59 0.83 0.63 

B x C 2 0.28 0.40 0.67 

A x B x C 2 0.72 1. 01 0.37 

58. 
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4 
(Xl = 2.29, Xs = 2.79). A significant sex x family size 

interaction was obtained from the analysis of onlooker behaviour 

(play category 3). The results are presented in Table 15 and are 

shown graphically in Figure 5. It is apparent that whereas boys 

from small families showed more onlooker behaviour than boys from 

large families, the reverse was true for girls. The abov? results 

suggest that size of family when considered as a dichotomy did not 

obscure markedly the major findings relating to preschool experiences. 

In the final set of exploratory three way analyses of 

variance of the dependent variable measures, position in the 

family was used as the moderator variable. Children were classified 

according to whether they were first born. last born or middle 

born (neither first nor last born). No significant main or inter-

action effects were obtained from the analyses of scores for play 

categories 1, 3, 4, 5 and 6. and RA and SA scores. The analysis 

of solitary behaviour (Category 2) yielded a significant sex x 

preschool x family position interaction effect (Table 16). The 

cell means are presented graphically in Figures 6 and 7. It is 

apparent that whereas in boys playcentre at tenders generally 

showed more solitary behaviour than either kindergarten or home 

children with the effect being most pronounced in middle-borns, 

this trend was not apparent in girls except in the case of last-

borns. 

Lower case letters 1 and s are used to denote large and 
small families respectively. Teachers' ratings ranged from 1 
(high) to 5 (low). 



Table 15 

Analysis of Variance of 

Onlooker Behaviour 

with Family Size incorporated as a Moderator Variable. 

Source df MS F .p 

Sex (A) 1 12.39 1. 92 0.16 

Preschool (B) 2 5.00 0.77 0.53 

No. in family (C) 1 0.02 0.00 0.95 

A x B 2 11.33 1.77 0.17 

A x C 1 25.99 4.04 0.04 

B x C 2 5.55 0.86 0.57 

A x B x C 2 5.22 0.81 0.54 

GO. 
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Table 16 

Analysis of Variance of 

Solitary Behaviour 

with Position in the Family Incorporated 

as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.02 0.00 0.95 

Preschool (B) 2 22.48 4.27 0.01 

Position in 
family (C) 2 7.51 1. 42 0.24 

A x B 2 6.77 1. 29 0.28 

A x C 2 4.24 0.80 0.55 

B x C 4 10.70 2.03 0.10 

A x B x C 4 21.18 4.02 0.01 

62. 
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A significant preschool x family position interaction was 

obtained from the analysis of SSP scores (Table 17). Figure 8 

presents the means for preschool and family groups summed over 

sexes. First born children who attended either kindergarten 

or playcentre obtained higher SSP scores than those who did not 

attend preschool, whereas the reverse was true for last born 

and to a slightly lesser extent, middle born children. Consequently, 

in terms of overall degree of social interaction shown, first-

borns appeared to benefit from preschool attendance, and neither 

middle-bornsnor last-borns appeared to suffer socially from the 

lack of such attendance. Assuming that extent of social 

play during the preschool years is directly related to the degree 

of social interaction shown during the first year at school, the 

most likely interpretation of the finding would appear to be 

that while first borns probably had only younger brothers and 

sisters at home (who would often be too small to play with) middle 

and last barns would be more likely to have had children to play 

with during their preschool years. 

Table 18 presents the results of the analysis of teachers' 

ratings of social acceptability. A significant main effect was 

obtained for family position. Teachers rated middle born children 

as more socially acceptable than first or last borns (X
f 

= 2.60, 

X 
m 

- 5 = 2. 11, Xl = 2. 78) . 

were significant. 

5 

No other main or interaction effects 

Lower case letters f, m and 1 are used to denote first, 
middle and last born children respectively. Teachers' ratings 
ranged from 1 (high) to 5 (low) 



Table 17 

Analysis of Variance of 

SSP Scores 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F 

Sex (A) 1 172.55 1. 08 

Preschool (B) 2 120.37 0.76 

Position (C) 2 449.23 2.83 

A x B 2 285.50 1. 80 

A x C 2 21.84 0.14 

B x C 4 381.89 2.41 

A x B x C 4 221.82 1. 40 

66. 

p 

o . 30 

0.52 

0.06 

0.17 

0.87 

0.05 

0.24 
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Table 18 

Analysis of Variance of 

Teacher Ratings of Social Acceptability 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.67 0.97 0.67 

Preschool (B) 2 0.20 0.29 0.75 

Position (C) 2 2.47 3.58 0.03 

A x B 2 0.26 0.37 0.69 

A x C 2 0.43 0.62 0.55 

B x C 4 0.77 1.12 0.35 

A x B x C 4 0.24 0.34 0.84 

68. 
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It would thus appear that a child's position in his family 

moderated to some extent the effe~ts of preschool experience in 

the present sample. 

A further set of exploratory analyses were undertaken 

using combined measures of social adaptation. It was reasoned that 

the combination of these measures might yield a more powerful 

description of social functioning than the single estimates 

considered separately. Children were classified as highly 

sociable if they scored above the mean for the total sample 

on sociometric ratings and on teacher ratings of their social 

acceptability and if their play behaviour was predominantly 

in the upper scale categories (i.e., more than 50% of their 

observations were rated in categories 4, 5 or 6). Comparisons 

were made between kindergarten and playcentre groups, and between 

preschool (kindergarten and play centre combined) attenders and 

non-attenders using the Z test for independent proportions 

(Ferguson, 1971). Neither the difference between kindergarten 

(15.4%) and playcentre (23.3%) children (~= 0.79) nor that 

between attenders (18.3%) and non-at tenders (33.3%) of 

preschool (~ = 0.91), was significant (p> .05). This finding 

is consistent with the results from the analyses of variance. 

In summary, the results of the exploratory analyses of 

the dependent variable measures indicate that the original results 

were obscured to some extent by the variability associated with 

the children's IQs and their family positions, but no new light 

was shed on the effects of preschool attendance from the analysis 

of combined measures. Clearly it would be desirable to incorporate 

IQ levels and family position as planned independent variables in 

subsequent investigations of the effects of preschool attendance. 
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Discussion 

The results of the primary analyses provided no support for 

the experimental hypotheses. These findings appear to indicate that 

children who attended kindergarten, those who attended playcentre, 

and those who did not attend a preschool did not differ during 

their first year at school in terms of the frequency of occurrence 

of the six types of play behaviour, the magnitude of SSP, SA and 

RA scores, and of teachers' ratings of their social acceptability. 

While further exploratory analyses indicated that variations in 

the children's IQs and in their family positions obscured, to some 

extent, differences between preschool groups on several dependent 

variable measures, the similarity of the three groups on almost 

all measures was most noticeable. 

for the present results. 

A number of factors could account 

Firstly, it is possible that there are no differences 

between groups of children exposed to the three different kinds 

of preschool experience. It might well be that any differences 

there are between kindergarten and playcentre programmes are very 

slight in terms of their effects on the children concerned. 

New Zealand preschool programmes may not provide experiences 

Similarly 

relevant to social development, which differ from those a child 

can acquire at home. These possibilities seem unlikely in view of 

the expectations held for preschools in terms of their educative 

functions and the unique social learning opportunities which they 

appear to offer. Moreover, this result seems to be at variance 

with the findings from overseas studies. 



Secondly, it is possible that there are in fact 

differences between those children who have attended kindergarten, 

those who have been at playcentre, and those who have not attended 

preschool prior to school admission, but because of a number of 

problems associated with a study of this nature, the differences 

have been masked. The inability to randomly assign children to 

preschool treatments is a major methodological problem. Parents 

were able to choose the preschool their child would attend (if 

they wished him to attend and if there was a vacancy). It was 

thus not possible to control for such factors as parental aspirations 

for their children, parental beliefs about preschool, etc. 

Consequently intergroup characteristics may well have varied greatly 

prior to preschool participation and the effects of attendance 

or non-attendance at kindergarten vs. playcentre would have been 

obscured. Unless the children are randomly assigned to preschool 

experiences, alternative possibilities such as these can not be 

discounted. Some data on choice of preschool were obtained. 

The results are presented in Table 19. While the total chi-

square value is slightly lower than is required for significance 

(~= .05) it is apparent that there are differences in the dist

ributions of choices for kindergarten and playcentre parents. 

While approximately 42% of the playcentre group attended a play

centre because there was no alternative preschool available, only 

14% of the kindergarten group attended kindergarten for this 

reason. Despite the nonsignificant chi-square it is apparent that 

the bases of choice of the parents of kindergarten and playcentre 

children can not safely be considered equivalent. Moreover, 

there could well be other differences between the groups which are 

masking the effects of preschool treatments. 



a 

b 

c 

d 

e 

Reason 

la 

Table 19 

Frequency of Reasons Given for 

Parents' Choices of Preschool 

Kindergarten 

11 

13 

4 

Play
Centre 

8 

6 

10 

TOTAL 

df 

1 

1 

1 

2 

72. 

0.126 

1. 6 25 

Reason 1 - The preschool chosen was the closest to home. 

Reason 2 - The preschool was chosen because parents 
believed that it offered the best programme. 

Reason 3 - There was no alternative preschool available 
or it was impossible to gain admission to 
another preschool. 

2 
X.05 (1) = 3.84 (two-tailed) 

2 
X .05 (2) = 5.99 (two-tailed) 
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An allied problem is the lack of pretest measures on the 

children concerned. Since the grou~ were not randomly assigned 

to preschool treatments, this problem is particularly difficult. 

It is possible that the children differed considerably prior to 

their preschool experiences and that they became more similar as 

a result of these experiences. Given that the random assignment 

of subjects to preschool experiences could be difficult to 

implement the possibility of obtaining pretest information must 

be considered. Such information could no doubt be obtained though 

if it was to be incorporated it is clear that a long term 

longitudinal study would be involved, and it is not clear whether 

equivalence on measures at age 3 is a valid basis for interpreting 

differences on the same measure more than two years later. 

Moreover there would possibly be a sizable amount of attrition 

in the years intervening between pre- and post-testing. A 

cross-sectional study would overcome some of these problems but would 

,raise others (e.g.", the comparability of the two samples). 

A further problem regarding the comparability of the 

groups arose from the fact that a greater proportion of preschool 

non-at tenders than attenders came from low SES homes. Consequently 

the sample was slightly biased towards a lower SES level. It is 

difficult to speculate on how this might affect the results, but 

the point needs to be noted. In addition, although an attempt was 

made to match the trios for family size, and subjects' positions in 

their familie3, it was not possible to achieve completely adequate 

matching because non-attenders generally came from larger families 

in which they were the later children. There was a tendency, on 

the other hand, for kindergarten and playcentre children to come 

from somewhat smaller families in which they were the first or 
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middle born. The additional analyses indicated that variations 

in the SES and family position of the children moderated 

the effects of preschool experience and it could well be that 

differences between the groups especially in terms of SES and 

family position resulted in an inadequate comparison of the 

effects of preschool attendance. 

A third possible explanation of the results concerns the 

various measures which were used to assess inter-group differences. 

Direct observations of play had to be made in a manner which was as 

unobtrusive as possible to avoid influencing the children's play 

behaviour. It was thus necessary for the observer to work some 

distance away from where the child was playing and so it was possibl 

to guage only the most obvious manifestations of play. Any inter

change between the children was inevitably lost. Moreover, it seems 

likely that the scale used to categorize play interactions is not 

sufficiently refined to distinguish between subtle differences in 

children's play. For example, "cooperative play" was used in the 

rating procedure to cover all group behaviour aimed at "achieving 

a goal", and no distinction was possible between aggressive and 

more constructive and cooperative goal behaviour. 

Teacher ratings may well reflect the biases and predispositio 

of teachers as much as if not more than the actual character-

is tics of the children rated (Cronbach, 1970). Although 

an attempt was made to minimize teacher bias by informing 

the teachers of the purpose of the study only after they 

had actually rated the children, the possibility of such 

bias can not be completely discounted. If the teachers 

had in fact been biased favourably towards preschool attenders 

(informal comments from the teachers regarding the way children 
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bias) preschool attenders should have been favoured. It is interestin~ 

to note, however, that teacher ratings failed to differentiate 

between children who had attended preschool and those who had 

remained at home in terms of their social adjustment. 

Sociometric techniques have also been criticized on 

various grounds but especially in terms of their validity 

(Dunnington, 1957). It has been suggested that children's alliances 

are peculiarly transitory, based more on immediate physical presence 

than on any long-lasting friendly relationship. There is 

no reason to suppose, however, that such limitations would affect 

one group more than any other. Moreover, it has also been argued 

that while children's actual choices are very transitory, the 

essential popularity of individual children in fact changes only 

slightly, if at all, and thus children chosen a certain number of 

times on one occasion will most likely be chosen an equivalent 

number of times on subsequent occasions even though the children 

choosing them may have changed (Kerlinger, 1973). While there 

are obviously a number of problems associated with the use of 

sociometric measures, it seems very likely that the three groups 

of children under study were not distinct sociometrically. 

Finally, it could be that observations were made on the childre" 

too long after they had started school. Observations were made over 

a period of five months, and in most cases the trios of children 

had been at school for at least three months prior to being 

observed. It is possible that children might have differed in 

terms of their immediate adjustments to school, but that these 

diff~rences had disappeared by the time that they were observed. 
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This is a very real problem but it is difficult to see how it could 

have been overcome in the present study. It might have been 

possible to ask schools to notify the investigator as soon as new 

children were admitted to the infant department, and in that way 

observations could have been made within the first week of children's 

schooling. Problems would have arisen however over: 1) The 

availability of observers. Some schools admit all new entrants on 

certain days only, thus a number of children might have missed 

being observed; 2) The availability of sufficient time to match 

children; 3) The number of children who would have had to be 

observed in order to ensure adequate post-observation matching; 

and 4) The inability to control for intrasession history. The 

three children who would eventually have been matched, might 

not have been observed on the same day under the saIne conditions. 

If possible adjustment differences do in fact disappear 

very rapidly, it could be argued that they are unimportant 

differences. Equally likely, however, would be the suggestion 

that initial adjustments to school may well shape a child's attitude 

for many years, even after immediate adjustment difficulties have 

disappeared. Thus any differences between children with differing 

preschool experiences, regardless of their durability, may well be 

very important factors in the children's continued adjustment to 

school. 

In brief, while there were no apparent differences between 

groups of children who had participated in three different kinds of 

preschool experience, the results could well be attributed to 

difficulties with a study of this nature rather than any lack of 

difference between the three groups of children involved. If it 
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had been possible to overcome such difficulties the results of 

this study could well have been very different. Consequently, 

a replication of the present study in which an attempt is made to 

incorporate some of the methodological considerations noted above 

seems a worthwhile next step. 



CHAPTER 5 

SUMMARY AND CONCLUSIONS 

78. 

Two major types of preschools, kindergartens and 

playcentres, have been in operation in New Zealand for many years, 

and increasing numbers of children are attending these facilities. 

While many claims have been made about the effects of New Zealand 

preschool attendance on children's development only two empirical 

studies have been reported. Both studies were concerned with the 

effects of attendance at kindergarten and the results suggested 

that such attendance had beneficial effects on children's 

development. No study of the effects of playcentr~ participation 

has been reported. It has been suggested (Hill, 1971) that 

playcentres and kindergartens differ to some degree in the emphases 

placed in their programmes on organized academic activities, and in 

the amount of adult control or parental involvement. Overseas 

research has indicated that these factors can affect children's 

social development. It thus seemed important to examine the 

differential effects of kindergartens and playcentres on the 

children concerned. In addition, much has been written overseas 

about the advantages of attendance compared with non-attendance 

at preschool. While several studies have indicated such 

advantages, the majority have yielded inconclusive findings. 

To date, no New Zealand study has included children from both 

playcentrffi and kindergartens in an assessment of the general 

effects of preschool attendance. Two studies have examined the 

effects of New Zealand kindergarten attendance versus non-

attendance. In both cases results in favour of attendance were 

obtained. The present study was concerned with the effects of 
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preschool attendance on children's social development during their 

first year at school, and children who had attended kindergartens 

and play centres were included as well as a group of children who 

had not attended preschool. It was hypothesized that differences 

would be obtained between kindergarten and playcentre at tenders 

and betw£en children who had attended preschool (either kindergarten 

or playcentre) and those who had remained at home. 

Thirty children who had attended kindergarten, 30 from 

playcentre, and 30 who had not attended preschool prior to 

school admission were selected, and an attempt was made to match 

them in trios (one child from each of the 3 groups) on sex, age, 

IQ, SES, number of siblings, and position in family. Each 

particular trio was drawn from the same school class to 

minimize intergroup differences, and the three children in each 

trio were observed on the same day in a counterbalanced order to 

control for possible differences in intra-session history. 

Measures of the children's social development including the 

frequency of different types of play behaviour and the extent 

of social interaction shown in their play behaviour, were obtained. 

No significant differences between the groups in terms of 

the predominance of particular types of play behaviour (separate 

play category frequencies), the extent of social interaction observed 

during play (total social participation scores), and their social 

acceptability according to teachers' ratings and two sociometric 

measures of peer acceptability, were found. 



It is possible that there are no major differences 

between the effects of kindergarten attendance, playcentre 

attendance, and non-attendance at a preschool on children's 

social development, and that the results reflect the lack of 
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difference. In view of the differential emphases of kindergartens 

and playcentres and the apparently unique opportunities fGr social 

learning which preschools offer, this possibility seems unlikely. 

It is also possible that there are important differences associated 

with the three types of preschool experiences which have been masked 

in the present study. Subsequent exploratory analyses suggested 

that variations in the children's IQs and family po:jtions obscured, 

to some extent, the relationship between preschool lxperience and the 

dependent variable measures. Further substantive problems associated 

with studies of this nature which may also have influenced the 

results include the inability to randomly assign children to 

preschool experiences, the lack of pretest information, and 

the relative crudity of dependent variable measures. 

Implications for Education 

If there are in fact no differences between the three types 

of preschool experience in terms of their influence on children's 

social development, the frequently heard claim that preschool 

programmes provide children with essential social learning 

experiences would be unfounded, as would be the claims of kinder-

garten and playcentre advocates. The implications for education, 

especially with regard to the necessity for continued provision 
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of existing preschool facilities, are immediately obvious. If 

such preschools have no major influence on children's social 

development their influence on other areas of development as well 

as the question of their place and necessity in children's 

education would need to be examined. 

On the other hand, if preschools do facilitate children's 

social development, or if they help children in other ways (in 

terms of their cognitive development, emotional adjustment, etc), 

efforts to provide such facilities would be well founded. It is not 

possible, on the basis of the present results, to determine the 

effects of preschool attendance on children's social development. 

Nor is it possible to say whether or not there are real differences 

between kindergartens and playcentres in terms of their effects 

on the social development of the children concerned. Until the 

effects of kindergarten and playcentre attendance have been 

adequately determined, curtailment of, or exclusive reliance upon, 

either of these forms of preschool education would seem premature. 

Future Research Needs 

Clearly, further examination of the effects of kindergarten 

and playcentre attendance is required. The probability that 

random assignment of children to preschool treatments will not be 

possible, is a formidable methodological problem. Although quasi-

experimental designs such as the one used in the present 

investigation are available to handle intact groups, they are not 

completely adequate to determine the effects of preschool attendance. 

The exploratory analyses undertaken in the present investigation 

indicated that the intellectual status of the children and their 

positions in their families should be incorporated as planned 
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moderator variables in subsequent investigations. At the same 

time, the dependent variable measures used in the present study 

were relatively crude and the use of additional and hopefully more 

sensitive indices of social development seems advisable. It is 

also apparent that research to date has focused on particular 

aspects of development. While it might not be feasible to 

attempt to assess the effects of preschool attendance on all major 

aspects of the child's development, it seems likely that multiple 

rather than particular developmental measures need to be 

incorporated if an adequate evaluation of preschool experience 

is to be obtained. 



83. 

REFERENCES 

Allen, G.B., & Masling, J.M. An evaluation of the effects of 

nursery school training on children in kindergarten, first, 

and second grades. 

51, 285-296. 

Journal of Educational Research, 1957. 

Anderson, H.H. Domination and integration in the social behaviour 

of young children in an experimental play situation. 

Genetic Psychology Monographs, 1937, 19, 341-408. 

Anderson, J.E. The development of social behaviou1. American 

Journal of Sociology, 1939, 44, 839-857. 

Andrus, R., & Horowitz, E.L. The effect of nursery school 

training: 

1938, 9, 

Insecurity feelings. 

169-74 

Child Development, 

Ashby, G.F. Some aspects of preschool education as viewed by 

Kindergarten and student teachers. 

University of Otago, 1970 

Unpublished MA Thesis, 

Auleta, M.S. Foundations of Early Childhood Education: 

New York: Random House, 1969. 

Baldwin, A.L. The effect of home environment on nursery school 

behaviour. Child Development, 1949, 20, 49-61. 

Barnes, K.E. Preschool play norms: A replication. 

Developmental Psychology, 1971, 5, 99-103. 



84. 

Barney, W.D. Kindergarten Head Teacher - Auckland style. 

Pre-School Education, 1970, 1, 17-18. 

Barney, H.D. Kindergarten Teacher - Christchurch style. 

Pre-School Education, 1970, 1(2), 10-12. 

Barney, W.D. To toilet or not to toilet. Pre-School 

Education, 1970, 1, 13-18. 

Barney, W.D. Education of the atypical preschool child. In S.J. 

Havill, & D.R. Mitchell, Issues in New Zealand Special 

Education. Auckland: Hodder & Stoughton, 1972. 

Barney, W.D., Barney, N., Dutton, S., & Diack, E. Relative status 

and contribution of preschool teachers. 

Education, 1972, 3, 9-16. 

Pre-School 

Beaver, A.P. The initiation of social contacts t'preschool 

children: A study of a technique in recording social 

behaviour. New York: Teachers' College, 1932. 

Beller, K.E. Research on organized programmes of early education. 

In R.M.W. Travers (Ed.) Second Handbook of Research 

on Teaching. Chicago: Rand McNally & Co., 1973. 

Berne, E.V.C., & Kelly, H.G. The adequacy of samples of behaviour 

obtained in short observation periods: Behaviour of the 

preschool child. University of I"owa studies in Child 

Welfare, 9, 115-125. 

Betts, C.G. The influence of attendance or non-attendance at a 

preschool institution on children's emotional and social 

development. 

1955. 

Unpublished MA Thesis, University of Otago, 



85. 

Body, M.K. Patter.ns of aggression in nursery school. 

Child Development, 1955, 26, 3-11. 

Boer, A.P. Application of a simple recording system to the 

analysis of free-play behaviour in autistic children. 

Journal of Applied Behavioural Analysis, 1968, 1, 335-40. 

Bonney, M.E. A study of the relation of intelligence, family 

size, and sex differences with mutual friendships in 

the primary grades. 

79-100. 

Child Development, 1942, 13, 

Bonney, M.E. Social behaviour differences between second 

grade children of high and low sociometric status. 

Journal of Educational Research, 1955, 48, 4Rl-495. 

Bonney, M.E., & Nicholson, E.L. Comparative socia justments 

of elementary school pupils, with and without preschool 

training. Child Development, 1958, 29, 125-133. 

Borgatta, E.F. A new systematic interaction observation 

system: Behaviour scores system. Journal of 

Psychological Studies, 1963, 14, 24-44. 

Bossard, J.H.S., & Boll, E.S. The Sociology of Child 

Development (3rd ed.). New York: Harper, 1960. 

Bott, H. Observation of play activities in a nursery school. 

Genetic Psychology Monographs, 1928, 4, 44-88. 



86. 

Bowlby, J. Maternal care and mental health. World Health 

Organization Monographs, Geneva, 1951, No.2. 

Brackbill, Y. Infancy and early childhood: A handbook 

and guide to Human Development. New York: Free Press, 

1967. 

Bridges, K.M.B. A study of social development in early infancy. 

Child Development, 1933, 4, 36-49. 

Brown, A.W., & Hunt, R.G. Relations between nursery school 

attendance and teachers' ratings of some aspects of a 

child's adjustment in kindergarten. Cl,·. ·0 Development, 

1961, 32, 585-596. 

Busse, T.V., Ree, M. & Gutride, M. Environmentally enriched 

classrooms and the cognitive and perceptual 

development of Negro preschool children. 

Journal of Educational Psychology, 1972, 63, 15-21. 

Butcher, H.J., & Pont, H.B. (Eds.) Educational research in 

Britain. London: University Press, 1968, 

Butler, A.L. Current Reseatch in Early Childhoo~ ducation. 

Washington D.C.: National Education Association, 

American Association of Elementary Kindergarten

Nursery Education, 1970. 

Campbell, D.T., & Stanley, J.C. Experimental and quasi-

experimental desigffi for research. Chicago: Rand McNally, 

1963. 



87. 

Challman, R.C. Factors influencing friendships among preschool 

children. Child Development, 1932, 3, 146-158. 

Christison, I. A survey of preschool educational services in 

New Zealand. Unpublished MA Thesis, Victoria 

University, 1965. 

Clarke, A.D.B. The Fred Esher Lecture: The prevention of 

subcultural subnormality: Problems and prospects. 

British Journal of Mental Subnormality, 1973, 19, 7-20. 

Clausen, J.A., & Williams, J.R. Sociological correlates 

of child behaviour. In H.W. Stevenson (Ed.), 

Child Psychology: The 62nd. Yearbook of the 

National Society for the Study of Education. 

Chicago: University of Chicago Press, 1963. 

Clothier, F. The Social Development of the young c; Id. 

Child Development, 1938, 9, 285-9. 

Cohen, D.J. Justin and his peers: 

of a child's social world. 

697-717. 

An experimental analysis 

Child Developmen~, 1962, 33, 

Cronbach, L.J. Essentials of Psychological Testing (2nd ed.). 

New York: Harper & Row, 1961. 



88, 

Cushing, H.M. A tentative report on the influence of nursery 

school training upon kindergarten adjustment as reported 

by kindergarten teachers. Child Development, 1934, 

5, 304-314. 

Davitz, J.R. Social perception and sociometric choice in 

children. Journal of Abnormal and Social Psychology, 

1955, 50, 173-176. 

Denmark, F.L., & Guttentag, M. Effect of integrated and 

non-integrated programmes on cognitive chan; in 

preschool children. 

1969, 29, 375-380. 

Perceptual and Motor Skills, 

Densem, A.E. Preschool Education: The Playcentre's Function. 

Notes for Lecture 8, Supervisors' Taining Course. 

Ch r is t church: Canterbury Playcentres Association, 1971. 

Densem, A.E. Learning at Playcentre. Notes for Lecture 2, 

Christchurch: Supervisors' Training Course. 

Canterbury Playcentres Association, 1974. 

Di Lorenzo, L.T., & Salter, R. An evaluative study of 

prekindergarten programmes for educationally 

disadvantaged children: Follow-up and replication. 

Exceptional Children, 1968, 35, 111-119. 

Douglas, J.W.B., & Ross, J.M. Subsequent progress of nursery 

school children. Educational Research, 1964, 7, 83-94. 



Downer, H. (Ed.) Seventy-five Years of Free Kindergartens in 

New Zealand: 1889-1964. Rotorua: New Zealand Free 

Kindergarten Union, 1964. 

Dunnington, H.J. Investigation of areas of disagreement in 

sociometric measurement of preschool children. 

Child Development, 1957, 28, 93-102 (a). 

Dunnington, H.J. Behavioural differences of sociometr~c 

status groups in a nursery school. 

Development, 1957, 28, 103-111 (b). 

Child 

Eifermann, R.R. Level of children's playas exprcss0d in 

89. 

group size. British Journal of EducationaJ~ychology, 

1970, 40 (2), 161-170. 

Elley, W.B., & Irving, J.C. A socio-economic index for 

New Zealand based on levels of education and income 

from the 1966 census. N.Z. Journal of Education Studies, 

1972, 7, 153-167. 

Fein, G.G., & Clarke-Stewart, A. Day Care in context. 

New York: Wiley, 1973. 

Ferguson, G.A. Statistical Analysis in Psychology and Education. 

New York: HcGraw-Hill, 1971. 

Frost, J.L. Revisiting early childhood education. New York: 

Holt, Rinehart & Winston, 1973. 

Gage, N.L. Handbook of research in teaching. Chicago: 

Rand HcNa1ly, 1963. 



Gage, N.L., & Cronback, L.J. Conceptual and methodological 

problems in interpersonal perception. 

Psychological Review, 1955, 62, 411-422. 

Gilligan, M.C. The effects of varied playground space on 

certain behavioural aspects of 4 & 5 yr. old children. 

Dissertation Abstracts International, 1970, 31, (5-A), 

2003. 

90. 

Gilmore, J.B. Play: A special behaviour. In R.N. Haber (Ed.) 

Current Research in Motivation. 

Rinehart & Winston, 1967. 

New York: Holt, 

Graves, E.A. A study of competitive and coope ~ive 

behaviour by the short sample technique. 

Journal of Abnormal and Social Psychology, 1937, 32, 

343-361. 

Gray, S.W., & Klaus, R.A. The Early Training Project: 

A seventh-year report. Child Development, 

1970, 41, 909-924. 

Green, E.H. Friendships and quarrels among preschoul children. 

Child Development, 1933, 4, 237-252 (a). 

Green, E.H. Group play and quarrelling among preschool children. 

Child Development, 1933, 4, 302-307 (b). 



91. 

Green, K.B. Relation between kindergarten and nursery schools. 

Childhood Education, 1931, 7, 352-355. 

Hanfmann, E.P. Social structure of a group of kindergarten 

children. American Journal of Orthopsychia!~y, 1935, 

5, 407-410. 

Harper, D.G. The reliability of measures of sociometric 

acceptance and rejection. Sociometry, 1968, 31, 219-227. 

Harris, D.B. Children's drawings as measures of intellectual 

maturity: A revision and extension of the Goodenough Draw-

a-Man Test. New York: Harcourt, Brace, & World, 1963. 

Hartup, W.W. Social behaviour of children. Revi ev} 

of Education Research, 1965, 35, 122-129. 

Hartup, W.W., & Smothergill, N.L. (Eds.) The YOUl1& 

Child: Reviews of research. Washington, D.C.: 

National Association for the Education of Young 

Children, 1967. 

Hattwick, B.W. The influence of nursery school atte dance 

upon the behaviour and personality of the preschool 

child. Journal of Experimental Education, 1936, 

5, 180-190. 

Havighurst, R.J., & Neugarten, B.L. Society and Education 

(3rded.). Boston: Allyn and Bacon, 1967. 



92. 

Heber, R.F., & Dever, R.B. Research on education and habilitation 

of the mentally retarded. In H.C. Haywood (Ed.) 

Social-cultural aspects of mental retardation: 

Proceedings of the Peabody-NIMH Conference. 

New York: Appleton-Century-Crofts, 1970. 

Heber, R.F., & Garber, H. An experiment in prevention of 

cultural-familial mental retardation. In D.A.A. Primrose, 

(E d. ) Proceedings of the 2nd Congress of the International 

Association for the Scientific Study of Mental Deficiency 

August 25 - September 2, 1970. 

Publishers, 1971. 

Warsaw: Po1 sh Medical 

Heinicke, C.M. Some effects' of separating two-year-01d children 

from their parents. Human Relations, 1956, 9, 105-176. 

Heinicke, C.M., & Westheimer, I. Brief separations. New 

York: International Universities Press, 1965. 

Hess, R.D., & Bear, M.R. Early Education: A comprehensive 

evaluation of current theory, research and p r:tice. 

Chicago: Aldine Publishing Co., 1968. 

Hilgard, J.R. Learning and maturation in preschool children. 

Journal of Genetic Psychology, 1932, 41, 36-56. 

Hill, C.G.N. (Chairman) Report of the Committee of inquiry 

into preschool education. 

Education, 1971. 

Wellington: Department of 



Hill, C.G.N., Somerset, G.L., & Grey, A. Living and learning 

with children in the preschool years. 

Price Milburn, 1965. 

Wellington: 

Horowitz, E.L., & Smith, R.B. Social relations and 

personaility patterning in preschool children. 

Journal of Genetic Psychology, 1939, 54, 337-352. 

Horowitz, F.D. Latency of sociometric choice among preschool 

children. Child Development, 1961, 32, 235-242. 

Hunt, N.M. Factors influencing play of the preschool child. 

Social Science Monographs, 1931, 1, 18-26. 

Hurtig, M.C., Hurtig, M., & Paillard, M. Games and 

activities of children of 4 and 6 on the playground. 

Enfance, 1971, 1-2, 79-142. Cited in 

Psychological Abstracts International, 1972, 47, 2682. 

Isaacs, S. The Educational Value of the Nursery School. 

London: University of London Press, 1954. 

93. 

Ivankova, R. Formation of interrelationships between children 

in play. Doshkol'noe Vospitanie, 1969, 42, 59-61. 

Cited in ~hological Abstracts International, 1970, 

44, 18301. 

Jersild, A.T. The influence of nursery school experience 

on children's social adjustments. 

Monographs, 1939, 25, 112. 

Child Development 



Jersild, A.T., & Fite, M. 

in nursery school. 

Children's social adjustments 

Journal of Experimental 

Education, 1937, 6, 161-166. 

Joel, W. The influence of nursery school education upon 

94. 

behaviour maturity. Journal of Experimental Education, 

1939, 8, 164-5. 

Johnson, H.M. Children in the nursery school. New York: 

John Day, 1928. 

Johnson, M.W. The effect on behaviour of variation in amount 

of play equipment. 

56-68. 

Child Development, 1935, 6, 

Kagan, J. Preschool enrichment and learning. Inte~ __ change , 

1971,2,12-22. Cited in Dissertation Abstracts 

International, 1972, 48, 3856. 

Karnes, M.B., Hodgins, A.S., Stoneburner, R.L., Studley, W.M., 

& Teska, J.A. Effects of a highly structured programme 

of language development on intellectual functioning and 

psychological development of culturally disadvantaged 

3-year olds. Journal of Special Education, 1968, 2, 405-

412. 

Kawin, E. Social adjustment and the preschool child. 

Child Education, 1934, 10, 398-400. 

Kawin, E. Early and middle Childhood. Parenthood in a Free 

Nation Series, Vol. II. New York: Macmillan, 1963. 



95. 

Kellmer Pringle, M.L. Social learning and its measurement. 

Educational Research, 1960, 2, 194-206. 

Keppel, Geoffrey Design and Analysis: A researcher's handbook. 

Englewood-Cliffs, New Jersey: Prentice-Hall, 1973. 

Kerlinger, F.N. Foundations of Behavioural Research (2nd. 

ed.) New York: Holt, Rinehart & Winston, 1973. 

Kirk, S.A. Early education of the mentally retarded. 

Urbana: University of Illinois Press, 1958. 

Kohn, M., & Rosman, B.L. Relationship of preschool social-

emotional functioning to later intellectual 2chievement. 

De vel 0 p men t al P s y c hoI 0 g y, 19 7 2, 6, 4 4 5 - 4 5 2 . 

Kristjansdottir, T.J. The relationship of preschool experience 

to achievement and selected aspects of adjustment in 

grade one. Dissertation Abstracts International, 1972, 

32 (lO-A), 5612. 

LaCrosse, E.R., Lee, P.C., Litman, F., Ogilvie, D. Stodolsky, 

S3., & White, B.L. The first six years of 1 {e: A 

report on current research and educational practice. 

Genetic Psychology Monographs, 1970, 80, 161-266. 

Lamson, E.E. A follow-up study of a group of nursery school 

children. NSSE Yearbook, 1940, 39-11, 231-236. 



Leeper, S.H., Dales, R.J., Skipper, D.S., & Witherspoon, R.L. 

Good Schools for Young Children: A guide for working 

with three-, four-, and five-year old children. 

London: Collier-Macmillan, 1971. 

9·6. 

Levenstein, P. Cognitive growth in preschoolers through verbal 

interaction with mothers. American Journal of 

Orthopsychi~, 1970, [10, 426-432. 

Lillard, P.P. Hontessori: A modern approach. New York: 

Schocken Books, 1972. 

Lilley, I.H. A selection from ~is writings. -------------------------------------------Friedrich Froebel: 

Cambridge: University Press, 1967. 

Mallay, H.A. Growth in social behaviour and mental activity 

after 6 months in nursery school. 

Child Development, 1935, 6, .303-309 (b). 

Harshall, H.R., & McCandless, B.R. Relationships between 

dependence on adults and social acceptance by peers. 

Child Development, 1957, 28, 413-419. 

May, D.E. Children in the Nursery School: Studies of ____ L-______________________ ___ 

personal adjustment in early childhood. 

University of London Press, 1963. 

London: 

HcCandless, B.R., & Harshall, H.R. A picture sociometric 

technique for preschool children and its relation to 

teacher judgements of friendship. 

1957, 28, 139-147 (a). 

Child Development, 



McCandless, B.R., & Marshall, H.R. Sex differences in social 

acceptance and participartion of preschool children. 

Child Development, 1957, 28, 421-5 (b). 

Miezitis, S. The Montessori Method: Some recent research. 

Interchange, 1971, 2(2), 41-59. 

Montessori, M. The Montessori Method. London: 

Heinemann, 1919. 

Montessori, M. What you should know about your child. 

Wh eat 0 n, Ill: Theosophical Press, 1963. 

Montessori, M. Dr Montessori's own handbook. New York: 

Schocken Books, 1965. 

Moore, S.G., & Kilmer, S. Contemporary Preschool f ~cation: 

91. 

A programme for young children. New York: ~Ji1ey, 1973. 

Moustakas, C.E. Personality studies conducted in nursery schools. 

Journal of Educational Research, 1952, 44, 161-177. 

Mussen, P.H. (Ed.) Handbook of Research Methods in 

Child Development. New York: Wiley, 1960. 

Mussen, P.H. (Ed.) Carmichael's Manual of Child Psychology. 

New York: Wiley, 1970., (3rd ed.). 

Moy1es, E.W., & Wo1ins, M. Group Care and intellectual development. 

Developmental Psychology, 1971, 4, 370-380. 



98. 

Moyles, E.W., & Wolins, M. Croup Care and intellectual 

development. Developmental Psychology, 1971, 4, 

370-380. 

New Zealand Free Kindergarten Teachers' Association: Auckland 

Branch. Private correspondence about Auckland Branch 

aims. Auckland: 1974. 

Ogle, R.R. The impact of three preschool intervention 

programmes upon selected personality variables. 

Dissertation Abstracts International, 1972, 32 (lO-A), 

5618. 

Olson, W.C., & Hughes, B.O, Subsequent growth of children with 

and without nursery school experience. NSSE Yearbook, 

1940, 39, Part 2, 237-244. 

Omwake, E. Preschool programmes in historical perspective. 

Interchange, 1971, 2, 27-37. 

Parten, M.B. Social Participation among preschool children. 

Journal of Abnormal & Social Psychology, 1932, 27, 

243-269. 

Parten, M.B. Social play among preschool children. 

Journal of Abnormal & Social Psychology, 1933, 

28, 136-147. 

Parten, M.B., & Newhall, S.M. Social behaviour of preschool 

children. In R.C. Barker, J.S. Kounin, & H.F. Wright CEds.) 

Child Behaviour and Development. New York: McCraw-Hill, 

1943. 



Phillips, C.K. A comparative study of the effects of a 

Head Start follow through programme and a kindergarten 

programme upon the cognitive abilities and self-

99. 

concepts of children from low socia-economic envirnnments. 

Dissertation Abstracts International, 1972, 32, 3629. 

Plowden, B. (Chairman) Children and their Primary Schools: 

A report of the Central Advisory Council for Education. 

London: HMSO, 1967. 

Portenier, L.G. Factors influencing the social adjustment 

of children of preschool age. 

Psychology, 1937, 51, 127-139. 

Journal of Genetic 

Preston, L.A. London Venture: A look at England's nursery schools. 

Young Children, 1966, 22, No.1. 

Raph, J.B., Thomas, A., Chess, S., & Korn, S.J. The 

Influence of nursery school on social interactions. 

American Journal of Orthopsychiatry, 1968, 38 (1), 

144-152. 

Ross, J.P.H. The effects of kindergarten education: A 

preliminary comparative study of the effects of 

kindergarten programmes on children's intellectual 

and social development. Unpublished MA Thesis, 

Auckland University College, 1956. 

Ryan, T.J. Poverty and early education in Canada. 

Interchange, 1971, 2 (2), 1-11. 



100. 

Salusky, A.S. Collective behaviour of children at a preschool age. 

Journal of Social Psychology, 1930, 1, 367-378. 

Seagoe, M.V. An instrument for the analysis of children's 

playas an index of degree of socialization. 

Journal of School Psychology, 1970, 8, 139-144. 

Sears, P.S., & Dowley, E.M. Research in teaching the nursery 

school. In N.L. Gage (Ed.) Handbook of Research 

on Teaching, Chicago: Rand McNally, 1963. 

Seitz, E.K. The relationship between cognitive abilities and 

impulse control in Project Headstart children. 

Dissertation Abstracts International, 1972. 32 (lO-B) 

6061. 

Shields, N.J.P. A study of the effects of a preschool screening 

programme on early social adjustment of kindergarten 

children. Dissertation Abstracts International, 

1972, 32 (7-A), 3802. 

Shure, M.B. Psychological ecology of a nursery school 

Child Development, 1963, 3~, 979-992. 

Shuttleworth, F.K. Social relations of children. 

Psychology Bulletin, 1927, 24, 708-716. 

Silverberg, N.E., Silverberg, M.C., & Iverson, I.A. The effects 

of kindergarten instruction in alphabet and numbers on 

first grade reading. 

1972, 5, 254-261. 

Journal of Learning Disabilities, 



101. 

Simpson, M. The Free Kindergarten Movement in New Zealand. 

Rotorua: New Zealand Free Kindergarten Union, 1970. 

Smith, M. A method of analysing the interaction of children. 

Journal of Juvenile Research, 1933, 17, 78-88 

Stephens, R.J. Place of play in preschool education. 

Pre-School Education, 1970, I, 6-8. 

Stodolsky, S.S., & Karlson, A.L. 

a Montessori curriculum. 

Differential outcomes of 

Elementary School Journa~, 

1972, 72, 419-433. 

Swift, J.W. Effects of early group experience: The Nursery 

School and Day Nursery. In M.L. Hoffman, & L.W. Hoffman 

( E d s .) Rev i e w 0 f Chi 1 d De vel 0 p men t Res ear c h_-, 0 1. 1. 

New York: Russell Sage Foundation, 1964. 

Tembo, L.T.P. An historical outline of the Playcentre 

Association from 1949-1965, and an examination of 

its principles and practices. Unpublished 

MA Thesis, University of Otago, 1970. 

The United States system of education. U.S. Information 

Service, London, & Student Advisory Office, 

U.S./U.K. Educational Commission, 1972. 

Thompson, G.G. The social and emotional development of preschool 

children under two separate types of educational programme. 

Psychological Monographs, 1944, 56, No.5. 



102, 

Tuckman, B.F. Conducting Educational Research. New York: 

Harcourt, Brace & Jovanovich, 1972. 

Updegraff, R., & Herbst, E.K. An experimental study of the 

social behaviour stimulated in young children by 

certain play materials. 

1933, 42, 372-.391. 

Journal of Genetic Psychology, 

Van Alstyne, D., & Hattwick, L.A. A follow-up study of 

nursery school children. Child Development, 1939, 

10, 43-72. 

Van De Riet, V., & Resnick, M.B. Intellectual growth of 

culturally disadvantaged children in a sequential 

learning to learn programme. Pro ceedings 0 f __ th e 

Annual Convention of the American Psycholo8_' ,1 Association, 

1972, 7, 507-508. 

Walsh, M.E. The relation of Nursery school training to the 

development of certain personality traits. 

Child Development, 1931, 2, 72-73. 

Washburn, R.W., & Hilgard, J.R. An objective method of 

recording the social behaviour of young children. 

Journal of Genetic Psychol0&Y, 1934, 45, 390-405. 

Weber, L. The English Infant School and informal education. 

Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1971. 



Winer, B.J. Statistical principle? in experimental design 

(2nd ed.). New York: McGraw-Hill, 1971. 

Woodford, P.F. 

London: 

Scientific Writing for Graduate Students. 

Macmillan, 1968. 

103. 

Wright, H.F. Observational child study. In P.H. Mussen (Ed.) 

Handbook of Research Methods in Child Development, London: 

Wiley, 1960. 

Yarrow, L.J. Maternal Deprivation: Toward an empirical and 

Zak, J. 

conceptual reevaluation. Psychological Bulletin, 

1961, 58, 459-490. 

Studies of the development of interaction among 

preschool children. Psychologia Wychowawc~~ 1968, 

11 (1), 75-85. Cited in Psychological Abst_,-~ 

International, 1968, 42, 18576. 



104. 

APPENDICES 



105. 

APPENDIX A 

Intercorrelation Matrix of Dependent Variable Measures 



Table 20 

Intercorrelation (Pearson r) Matrix of Dependent Variable Measures: Total Sample (N = 90) 

Dependent Variable SSP SA RA TR 

SSP Score 

Social Acceptability (SA) 0.09 

Reciprocal Acceptability (RA) -0.01 0.47 

Teachers' Ratings eTR) 0.00 0.08 0.04 

*p .05 (two-tailed) 

**p .01 (two-tailed) 

I-' 
o 
(j\ 
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APPENDIX B 

( 

Results of the Remainder of the Exploratory Analyses 

Table 21 - 53 



Table 21 

Analysis of Variance of 

Unoccupied Behaviour 

with SES incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 1. 90 0.86 0.64 

Preschool (B) 2 0.85 0.39 0.68 

SES (C) 2 3.29 1. 49 0.22 

A x B 2 0.22 0.10 0.90 

A x C 2 0.67 0.30 0.74 

B x C 4 2.25 1. 02 0.40 

A x B x C 4 2.11 0.95 0.56 
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Table 22 

Analysis of Variance of 

Solitary Behaviour 

with SES incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 7.10 1. 23 0.26 

Preschool (B) 2 0.50 0.08 0.91 

SES (C) 2 0.34 0.06 0.94 

A x B 2 1. 52 0.27 0.77 

A x C 2 7.38 1. 28 0.28 

B x C 4 8.24 1. 43 0.23 

A x B x C 4 8.84 1. 54 0.20 

109. 



Table 23 

Analysis of Variance of 

Parallel Play 

with SES incorporated as a Moderator Variable 

F====================================================-~~~-= 

Source df MS F p 

Sex (A) 1 3.28 0.24 0.62 

Preschool (B) 2 9.40 0.70 0.50 

SES (C) 2 14.94 1.11 0.33 

A x B 2 2.42 0.18 0.84 

A x C 2 13.18 0.98 0.61 

B x C 4 1.46 0.10 0.97 

A x B x C 4 16.27 1. 21 0.31 
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Table 24 

Analysis of Variance of 

Associative Play 

with SES incorporated as a Moderator Variable 

-==1 

Source df MS F p 

Sex (A) 1 8.23 0.31 0.59 

Preschool (B) 2 9.58 o .36 0.70 

SES (C) 2 25.05 0.94 0.60 

A x B 2 24.05 0.91 0.58 

A x C 2 22.71 0.86 0.56 

B x C 4 58.93 2.22 0.07 

A x B x C 4 12.43 0.46 0.76 

Ill. 



Table 25 

Analysis of Variance of 

Cooperative Play 

with SES incorporated as a Moderator Variable 

Source df MS F P 

.. ~-- --

Sex (A) 1 5.66 0.23 0.64 

Preschool (B) 2 3.53 0.14 0.86 

SES (C) 2 55.39 2.22 0.11 

A x B 2 2.72 0.10 o .89 

A x C 2 22.26 o .89 0.58 

B x C 4 23.25 0.93 0.54 

A x B x C 4 5.51 0.22 0.92 
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Table 25 

Analysis of Variance of 

SSP Scores 

with SES incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 33.83 0.19 0.66 

Preschool (B) 2 24.82 0.14 0.87 

SES (C) 2 154.59 0.90 0.59 

A x B 2 76.24 0.44 0.64 

A x C 2 86.81 0.50 0.61 

B x C 4 337.18 1. 9 7 0.11 

A x B x C 4 113.58 0.66 0.62 
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Table 27 

Analysis of Variance of 

SA Scores 

with SES incorporated as a Moderator Variable 

~=================================================- -----
Source df MS F p 

Sex (A) 1 4.18 0.61 0.56 

Preschool (B) 2 12.57 1. 82 0.17 

SES (C) 2 0.90 0.13 0.88 

A x B 2 4.87 0.71 0.50 

A x C 2 7.18 1.04 0.36 

B x C 4 5.81 0.84 0.50 

A x B x C 4 3.26 0.47 0.76 
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Table 28 

Analysis of Variance of 

RA Scores 

with SES incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.27 0.32 0.58 

Preschool (B) 2 0.36 0.42 0.67 

SES (C) 2 0.02 0.01 0.98 

A x B 2 1. 76 2.03 0.14 

A x C 2 1. 83 2.11 0.12 

B x C 4 0.42 0.49 0.74 

A x B x C 4 0.04 0.04 0.99 
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Table 29 

Analysis of Variance of 

Teachers' Rating Scores 

with SES incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.00 0.00 o . 9 I~ 

Preschool (B) 2 0.16 0.22 O.SO 

SES (C) 2 0.03 O. Off 0.95 

A x B 2 0.16 0.22 0.80 

A x C 2 0.97 1. 39 0.25 

B x C 4 1. 05 1. 51 0.21 

A x B x C 4 0.40 0.57 0.68 
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Table 30 

Analysis of Variance of 

Unoccupied Behaviour 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 1. 28 0.53 0.53 

Preschool (B) 2 1. 39 0.58 0.57 

IQ (C) 2 0.29 0.12 0.88 

A x B 2 0.30 0.01 o .98 

A x C 2 0.40 0.16 0.84 

B x C 4 0.80 0.33 0.85 

A x B x C 4 1. 52 0.63 0.64 

117. 



Table 31 

Analysis of Variance of 

Solitary Behaviour 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.23 0.03 0.83 

Preschool (B) 2 0.57 0.10 0.90 

IQ (C) 2 5.53 0.93 0.59 

A x B 2 6.46 1. 08 0.34 

A x C 2 2.01 0.34 0.72 

B x C 4 3.19 0.53 0.74 

A x B x C 4 10.57 1. 77 0.14 

118. 
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Table 32 

Analysis of Variance of 

Onlooker Behaviour 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 13.10 1. 9 7 0.16 

Preschool (B) 2 7.00 1.05 o ?:: . ...,-' 

IQ (C) 2 7.29 1. 09 0.33 

A x B 2 6.67 1.00 0.37 

A x C 2 0.29 0.04 0.96 

B x C 4 6.78 1. 02 0.40 

A x B x C 4 6.51 0.98 0.57 
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Table 33 

Analysis of Variance of 

Parallel Play 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 10.50 0.75 0.60 

Preschool (B) 2 13.57 0.96 0.61 

IQ (C) 2 0.64 0.04 0.96 

A x B 2 0.66 0.04 0.95 

A x C 2 15.06 1. 0 7 0.35 

B x C 4 5.35 0.38 0.82 

A x B x C 4 11. 0 2 0.78 0.54 
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Table 34 

Analysis of Variance of 

Associative Play 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.13 0.00 0.94 

Preschool (B) 2 20.06 0.70 0.50 

IQ (C) 2 47.05 1. 65 0.19 

A x B 2 3.39 0.11 0.88 

A x C 2 0.54 0.01 0.98 

B x C 4 25.57 0.90 0.52 

A x B x C 4 15.52 0.54 0.71 
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Table 35 

Analysis of Variance of 

Cooperative Play 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 23.75 1.05 0.30 

Preschool (B) 2 6.61 0.29 o .75 

IQ (C) 2 56.34 2.50 0.08 

A x B 2 2.39 0.10 0.89 

A x C 2 11.88 0.53 0.60 

B x C 4 15.45 0.69 0.60 

A x B x C 4 42.95 1. 90 0.11 
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Table 36 

Analysis of Variance of 

SA Scores 

with IQ incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.26 0.04 0, c.' 

Preschool (B) 2 8.54 1. 36 0.26 

IQ (C) 2 4.06 0.65 0.52 

A x B 2 2.49 0.40 0.68 

A x C 2 4.65 0.74 0.51 

B x C 4 3.50 0.56 0.60 

A x B x C 4 9.05 1. 45 0.22 
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Table 37 

Analysis of Variance of 

RA Scores 

with IQ incorporated ~s a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.07 0.08 0.77 

Preschool (B) 2 0.08 0.09 0.91 

IQ (C) 2 0.74 . 0.89 0.58 

A x B 2 1. 80 2.16 0.12 

A x C 2 1. 92 2.29 0.11 

B x C 4 0.11 0.12 0.97 

A x B x C 4 0.20 0.24 0.91 
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Table 38 

Analysis of Variance of 

Teachers' Rating Scores 

with IQ incorporated 2S a Moderator Variable 

----j 

df MS F p 

Sex (A) 1 0.16 0.20 0.66 

Preschool (B) 2 0,17 o .22 0.80 

IQ (C) 2 0.24 0.32 0.73 

A x B 2 0.08 0.10 0.90 

A x C 2 0.27 0.35 0.71 

B x C 4 0.64 0.83 0.50 

A x B x C 1+ 0.74 0.96 0.57 i 

J 
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Table 39 

Analysis of Variance of 

Unoccupied Behaviour 

with Family Size incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 1. 26 0.56 0.54 

Preschool (B) 2 1. 40 0.63 0.53 

Family Size (C) 1 1.14 0.51 0.51 

A x B 2 0.30 0.13 0.87 

A x C 1 3.15 1. 42 0.23 

B x C 2 3.41 1. 54 0.22 

I 
A x B x C 2 1. 86 0.83 0.56 I 

J 
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Table 40 

Analysis of Variance of 

Solitary Behaviour 

with Family Size incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.15 0.03 0.87 

Preschool (B) 2 2.06 0.36 o -, 
• ! 

Family Size (C) 1 7.05 1. 23 0.27 

A x B 2 8.62 1. 49 0.22 

A x C 1 0.74 0.12 0.72 

B x C 2 10.52 1. 83 0.16 

A x B x C 2 2.07 0.36 0.70 
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Table 41 

Analysis of Variance of 

Parallel Play 

with Family Size incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 19.33 1. 37 0.24 

Preschool (B) 2 13.93 0.99 O .. 

Family Size (C) 1 16.90 1.14 0.28 

A x B 2 0.64 0.04 0.96 

A x C 1 4.99 0.35 0.56 

B x C 2 0.27 0.01 0.98 

A x B x C 2 3.63 0.25 0.78 
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Table 42 

Analysis of Variance of 

Associative Play 

with Family Size incorporated as a Moderator Variable 

Source df MS F 

Sex (A) 1 4.30 0.15 0.70 

Preschool (B) 2 19.53 0.69 0.5 

Family Size (C) 1 8.59 0.30 0.59 

A x B 2 16.02 0.56 0.57 

A x C 1 1. 5 7 0.05 0.81 

B x C 2 26.52 0.93 0.59 

A x B x C 2 42.73 1. 50 0.23 
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Table 43 

Analysis of Variance of 

Cooperative Play 

with Family Size incorporated as a Moderator Variable 

Source df MS F --p 

--

Sex (A) 1 26.06 1. 01 0.3i:: 

Preschool (B) 2 2.90 0.11 0.89 

Family Size (C) 1 24.45 0.94 0.66 

A x B 2 13.54 0.52 0.60 

A x C 1 11.84 0.46 0.50 

B x C 2 5.24 0.20 0.8 ' 

A x B x C 2 11. 30 0.44 0.65 
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Table 44 

Analysis of Variance of 

SSP Scores 

with Family Size incorporated as a Moderator Variable 

Source df MS F 

Sex (A) 1 174.81 0.99 0.68 

Preschool (B) 2 40.22 0.22 0.79 

Family Size (C) 1 470.29 2.66 0.10 

A x B 2 336.28 1. 90 0.15 

A x C 1 38.67 0.21 0.64 

B x C 2 274.59 1. S6 0.22 

A x B x C 2 8.51 0.04 0.9 
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Table 45 

Analysis of Variance of 

SA Scores 

with Family Size incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 4.93 o .59 o . :i 

Preschool (B) 2 7.71 0.91 0.59 

Family Size (C) 1 12.77 1. 52 0.21 

A x B 2 0.06 0.01 0.99 

A x C 1 0.05 0.01 0.93 

B x C 2 2.89 0.34 0.71 

A x B x C 2 2.21 0.26 0.71 
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Table 46 

Analysis of Variance of 

RA Scores 

with Family Size incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.04 0.05 0.83 

Preschool (B) 2 0.20 0.25 o . ~'i, 

Family Size (C) 1 1. 55 1. 86 0.17 

A x B 2 1.18 1. 41 0.24 

A x C 1 0.00 0.00 0.95 

B x C 2 0.22 0.26 0.77 

A x B x C 2 0.02 0.02 0.97 
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Table 47 

Analysis of Variance of 

Unoccupied Behaviour 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.48 0.22 o . 6 it 

Preschool (B) 2 0.65 0.30 0.74 

Position (C) 2 2.58 1.19 0.31 

A x B 2 0.30 0.13 0.87 

A x C 2 1. 12 0.51 0.60 

B x C 4 1. 82 0.84 0.51 

A x B x C 4 2.13 0.98 0.57 
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Table 48 

Analysis of Variance of 

Onlooker Behaviour 

with Position in the Family 

incorporated as a Modetatoy Variable 

Source df MS F p 

Sex (A) 1 8.82 1. 36 0.2/ 

Preschool (B) 2 5.16 0.79 o c, /, • J"" 

Position (C) 2 5 . 2 7 0.81 0.54 

A x B 2 11. 55 1. 78 0.17 

A x C 2 0.15 0.02 0.97 

B x C 4 12.46 1. 9 2 0.12 

A x B x C 4 2.15 0.33 0.86 
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Table 49 

Analysis of Variance of 

Parallel Play 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 9.82 0.75 0.60 

Preschool (B) 2 4.68 0.36 0.71 

Position (C) 2 3.50 0.27 0.77 

A x B 2 2.04 0.15 0.85 

A x C 2 7.62 0.58 0.57 

B x C 4 12.52 0.95 0.56 

A x B x C 4 21. 77 1. 66 0.16 
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Table 50 

Analysis of Variance of 

Associative Play 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 4.87 0.16 0.68 

Preschool (B) 2 10.94 0.36 o (., :,) 
• ,J;'; 

Position (C) 2 33.55 1.13 0.33 

A x B 2 9.33 0.31 0.74 

A x C 2 23.15 0.78 0.53 

B x C 4 20.45 0.69 0.6Cl 

A x B x C 4 27.81 0.93 0.55 
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Table 51 

Analysis of Variance of 

Cooperative Play 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 55.69 2.16 0.14 

Preschool (B) 2 1. 84 0.07 0.9:3 

Position (C) 2 34.26 1. 33 0.27 

A x B 2 4.83 0.18 0.83 

A x C 2 1. 75 0.06 0.93 

B x C 4 23.32 0.90 0.53 

A x B x C 4 7.76 0.30 0.87 
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Table 52 

Analysis of Variance of 

SA Scores 

with Position in the Family 

incorporated aa a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.05 0.00 0.9::: 

Preschool (B) 2 7.79 0.93 0, '') 

Position (C) 2 2.37 0.28 0.75 

A x B 2 4.09 0.49 0.62 

A x C 2 0.19 0.02 0.98 

B x C 4 5.63 0.67 0.61 

A x B x C 4 7.48 0.89 0.53 
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Table 53 

Analysis of Variance of 

RA Scores 

with Position in the Family 

incorporated as a Moderator Variable 

Source df MS F p 

Sex (A) 1 0.01 0.00 o . ~ '5 

Preschool (B) 2 0.38 0.42 0.65 

Position (C) 2 0.14 0.16 0.85 

A x B 2 1. 89 2.13 0.12 

A x C 2 0.41 0.47 0.63 

B x C 4 0.29 0.32 0.86 

A x B x C 4 0.35 0.39 0.81 
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APPENDIX C 

Sample Data Sheet 

!ey: U Unoccupied Behaviour (Parten Scale) 

S Solitary Behaviour 

0 Onlooker Behaviour 

P Parallel Play 

A Associative Play 

C Cooperative Play 

M Male 

F Female 

C Common 



Child 

TYPE OF 
BEHAVIOUR 

Date 

SIZE 
OF GROUP 

School 

SEX 
, OF GRO':P 
I 

II I, I I , 
TIM E 1 II U SOP A C I 2 3 4 i 4 + H . F C i 

II ',I' I 

15" II _ ;1 :! I 

30" !I [ i i 
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APPENDIX D 

Sample Parent Questionnaire 



Research Questionnaire 

Name: ~: 

Number of Children in Family: [21 
Their Ages and Sexes: 

(e.g. 6yrs sister, 8 yrs brother) 

Position of this child in family: 
(E.G. Is he the thrid child?) 

Are there other children in the neighbourhood? 

144. 

sC'x: 

15 r lc;+ I I'; 
I 

If yes, are they older, younger or the same age as the subject? 

If yes, are they the same sex, opposite sex or a mixed group? 

Preschool Attendance: 

Did your child attend: Kindergarten 

Playcentre 

None 

Other 

If lIotherll, please explain: 

How long did your child attend preschool? ___ ye<lrs, months 

Which ONE of the following figured most prominently in your choice 

of preschool? Please circle the most appropriate choice. 

1. The preschool we chose was closest to our home. 

2. We believed that the preschool we chose offered the most 
worthwhile programme. 

3. There was no alternative preschool within reasonable distance 
of our home. 

4. Another reason (please specify). 



145. 

Father: 

What is your present occupation? 

Did you attend any of the following? 

University 

Teachers' College 

Technical Institute 

Other 

How many years were you there? 

What degrees, diplomas, certificates, etc? 

Mother: 

What is your present occupation? 

Was this the same as the occupation you had before you married? 

Did you attend any of the following? 

University 

Teacher's College 

Technical Institute 

Other 

How many years were you there? 

What degrees, diplomas, certificates, etc? 

I agree to my child's participation in this study: YES/NO 

(Please cross out one which does not apply) 

Thank you for your cooperation. 


