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Appendix A. Methods and supporting analyses

This appendix provides additional information about survey administration for kindergarten teachers
and school administrators, the analyses, and the data.

Survey administration for kindergarten teachers

Kindergarten teachers completed a one-time survey distributed by University of New Hampshire
(UNH) researchers and administered through an online link in spring 2024. At the end of the survey,
teachers were given the option to follow a separate link to a form so that they could be emailed a $25
incentive payment. The researchers initially sent all 265 elementary school principals in New
Hampshire on a publicly available list a template email with an anonymous survey link to forward to
their kindergarten teachers. Principals received regular emails prompting them to remind their
teachers to complete the survey. In cases where no survey responses were received from a school, the
study team assumed that the principal had not forwarded the survey link to the kindergarten teachers.
The study team then found the email addresses of anyone listed on these schools’ websites as a
kindergarten teacher, and the researchers emailed them individualized survey links. For these
teachers, weekly reminders were sent over a period of three weeks to anyone who had not yet
completed the survey. Because New Hampshire does not keep a list of kindergarten teachers employed
across the state, it was difficult to estimate the response rate among teachers. As noted in the main
report, the Common Core of Data listed 676 kindergarten teachers in New Hampshire in the 2023/24
school year (U.S. Department of Education, 2024), indicating a survey response rate of about 66
percent.

The study team separately estimated the size of the New Hampshire kindergarten teacher population
using publicly available information on kindergarten teachers on school websites. Paraprofessionals;
special education teachers; and music, art, and physical education teachers were excluded. This
process yielded a list of 657 teachers, 19 fewer than in the Common Core of Data. To assess the accuracy
of this count, the study team sent emails to all the addresses collected. There were 43 hard bounce-
backs due to an invalid email address, which were interpreted as indicating inaccuracies in school
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websites or teachers having left the school. There were also 44 soft bounce-backs for temporary
reasons, most likely a filter on districts’ email systems that blocked mass-generated emails, though
these could also include some teacher departures. Following best practices, the study team retained
the 44 soft bounce-backs in the estimated population size but removed the 43 hard bounce-backs
(American Association for Public Opinion Research, 2016). That resulted in an estimated population
size of 614 kindergarten teachers, yielding a response rate of approximately 72 percent for the analytic
sample of 445 teachers. The response rate generated using the Common Core of Data could have been
spuriously low. However, the response rates generated by either method were below the 85 percent
threshold for survey response rates set by the Institute of Education Sciences.

To assess the representativeness of the teacher sample, the study team examined representativeness
at the district level because teacher-level data were unavailable. The study team compared the teachers
who responded to the survey with the population of kindergarten teachers reported in the 2023/24
Common Core of Data (U.S. Department of Education, 2024) on four district-level variables: rurality,
level of need,' spending per student, and number of kindergarten teachers. These comparisons used
data on all survey respondents who provided the name of their district, which enabled connecting
teachers with the appropriate district-level data. In some cases, respondents provided their School
Administrative Unit (SAU) number rather than the name of their district. For SAUs with homogeneous
characteristics across districts for the two categorical variables (all districts within an SAU were rural
or all were high need), the study team was able to infer the district variable values for those
participants. However, because of heterogeneity across districts within some of the SAUs, this resulted
in different sample sizes across district characteristics (n = 399 respondents for rurality, n = 403
respondents for district need, and n = 355 respondents for number of kindergarten teachers and
spending per student). There were no significant differences between teachers in the survey sample
for whom rurality data were available (n = 399) and the population of teachers (y2[1] = 0.20, p = .66);
for whom district-need data were available (n = 403) and the population (y2[1] = 0.60, p = .44); or for
whom data on number of kindergarten teachers were available (n = 355) and the population mean
(t[354] = 0.61, p = .54). There was a significant difference between teachers in the survey sample for
whom data on spending per student were available (n = 355) and the population mean (¢[354] = -2.10,
p = .036). Teachers in the survey sample taught in districts with lower spending per student (mean =
$21,631.91; standard deviation = $3,616.90) than the population of teachers (mean = $22,035.34;
standard deviation = $4,044.72). Thus, the survey sample may overrepresent teachers with fewer
resources as measured by spending per student.

Survey administration for elementary school administrators

The elementary school administrator survey was sent to the publicly available list of 265 elementary
school principals in New Hampshire using individualized survey links in spring 2024. The UNH
researchers received 145 responses. Participants who completed less than 5 percent of the survey

1 School districts were categorized as higher need or lower need. A higher-need district is one that received more than the
state median amount of per pupil Title 1A funding, which provides financial assistance for schools with high numbers or
percentages of children in low-income families to ensure that all children can succeed in school. A lower-need district is one
that received less than the state median amount of per pupil Title 1A funding.
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(n=5) or who worked in a charter school (n = 2) were excluded from the analyses, resulting in an
analytic sample of 138 administrators, a 52 percent response rate.

To assess the representativeness of the administrator sample, the study team examined
representativeness at the district level because administrator-level data were unavailable. The study
team compared the administrators who responded to the survey with the population of administrators
from the original survey distribution list on four district-level variables: rurality, level of need,
spending per student, and number of kindergarten teachers. These comparisons used data on all
survey respondents who provided the name of their district on the survey, thus allowing the study
team to connect them with the appropriate district-level data. As was the case for teachers, when
administrators reported only their SAU number instead of their district name, the study team included
rurality and level of need data when there was homogeneity across districts within the SAU. However,
this resulted in different sample sizes for different district characteristics (n = 117 survey respondents
for rurality, n = 115 survey respondents for district need, and n = 111 survey respondents for number of
kindergarten teachers and spending per student). There were no significant differences between
administrators in the sample for whom rurality data were available (n = 117) and the population of
administrators (y2[1)] = 2.31, p = .13); between administrators for whom district need data were
available (n = 115) and the population (y2[1)]= 0.49, p = .49); or between administrators for whom data
on number of kindergarten teachers were available (n = 111) and the population mean (¢[110] =1.13, p =
.26). There was a significant difference between administrators in the survey sample for whom data on
spending per student were available (n = 111) and the population mean (¢[110] = -2.10, p = .038).
Administrators in the survey sample were in districts with lower spending per student (mean =
$22,455.78, standard deviation = $4,605.06) than the population of administrators (mean = $23,373.96,
standard deviation = $5,163.01). Thus, the survey sample may overrepresent administrators with fewer
resources as measured by spending per student.

Analyses

The frequencies of teachers’ and administrators’ responses to each survey item were computed to
understand respondents’ familiarity with and implementation of play-based learning. To examine
teachers’ familiarity with the play-based learning approach, frequencies were computed for items
revealing teachers’ underlying beliefs about the value of play for learning, their engagement in
professional development related to play-based learning, and their familiarity with the UNH-developed
three-part guided play model (research question 1 [RQI1]). Cross-tabulations were computed to
compare responses to these items for teachers with different levels of education and credentials and
different class sizes and for teachers in rural and nonrural districts and in higher-need districts and
lower-need districts (RQla).

To examine administrators’ familiarity with the play-based learning approach (RQ2), frequencies were
computed for items revealing administrators’ underlying beliefs about the value of play for learning
and their familiarity with the legislative mandate and the UNH three-part guided play model. Cross-
tabulations were computed to compare responses to these items for administrators with different
levels of experience and for administrators in rural districts and nonrural districts and in higher-need
districts and lower-need districts (RQ2a).
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To examine barriers and positive supports for play-based learning, frequencies were computed for
items relating to teachers’ and administrators’ perceptions about having the materials and time needed
for guided play and receiving support for play-based learning (RQ3).

To examine teachers’ implementation of play-based learning, frequencies were computed for items
about teachers’ self-reported implementation of various types of play-based learning, including the
UNH three-part model (RQ4). Cross-tabulations were computed to compare responses to these items
for teachers with different levels of experience and credentials, different perceptions of their
administrators’ support, and different class sizes and for teachers in rural and nonrural districts and
in higher-need and lower-need districts (RQ4a).

Findings from the cross-tabulations are reported in full in tables and in the report when chi-squared
tests for group differences were statistically significant at the p < .05 level and when the magnitude of
between-group differences was at least 5 percentage points.

Tables describing the data

Data from the teacher and administrator surveys and publicly available data on district characteristics
are described in tables Al1-A25.
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Table Al. Responding teacher, classroom, school, and district characteristics, 2024 (n = 445)

Number of Percent of
Variable teachers teachers
Teacher characteristics
Race/ethnicity (n = 419)
White 400 95.5
More than one race/ethnicity or multiracial 3 0.7
Prefer not to answer 16 3.8
Highest level of education (n = 422)
Bachelor’s degree 161 38.2
Master’s degree 259 61.4
Doctoral degree 1 0.2
Prefer not to answer 1 0.2
Age (n =420)
Under 25 years 19 4.5
26-34 years 96 22.9
35-44 years 106 25.2
44-54 years 125 29.8
55 years or older 62 14.8
Prefer not to answer 12 2.9
Teaching experience in New Hampshire (n = 445)
0-3 years 114 25.6
4-6 years 103 23.2
7-10 years 88 19.8
11-15 years 46 10.3
More than 15 years 94 21.1
Education credential area (n = 445)
Early childhood education (nursery-3) 121 27.2
Early childhood special education 32 7.2
Elementary education (K-6) 155 34.8
Elementary education (K-8) 159 35.7
General special education 64 14.4
Other 24 5.4
Prefer not to answer 5 1.1
Classroom characteristics
Class size (n = 445)
Fewer than 10 students 34 7.6
11-15 students 148 33.3
16-20 students 246 55.3
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Number of Percent of
Variable teachers teachers
21-25 students 17 3.8

School characteristics

Structure of the kindergarten day (n = 444)

Full-day kindergarten 430 96.9
Half-day kindergarten 2 0.5
Two half-day kindergarten blocks 9 2.0
Other, please specify? 3 0.7

District characteristics
District rurality (n = 399)

Nonrural 263 65.9
Rural 136 34.1
District need (n = 403)

Higher need 193 47.9
Lower need 210 52.1

Note: Percentages might not sum to 100 because of rounding and because teachers could select more than one response for some items.

a. “Other” responses included two teachers who are specialists (math interventionist, special education) and one teacher who taught both
kindergarten and grade 1 in a multigrade classroom but did not describe the structure of their day.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers and publicly available data on district

characteristics, spring 2024.
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Table A2. Responding administrator, school, and district characteristics, 2024 (n = 138)
Number of Percent of

Variable administrators administrators
Administrator characteristics

Race/ethnicity (n = 127)

White 121 95.3
Asian or Pacific Islander 1 0.8

Prefer not to answer 5 3.9

Highest level of education (n = 128)

Master’s degree 83 64.8
Certificate of advanced graduate study 38 29.7
Doctoral degree 7 5.5

Age (n=128)

Under 35 years 3 2.3

35-54 years 93 72.7
55 years or older 28 21.9
Prefer not to answer 4 3.1

Experience as elementary school administrator in New Hampshire (n = 137)

0-3 years 31 22.6
4-10 years 56 40.9
11 years or more 50 36.5
Teaching experience (n = 137)

Experience teaching grades PreK-3 86 62.8
No experience teaching grades PreK-3 51 37.2

School characteristics
School grade levels (n = 138)

UptogradesK, 1,2, or 3 17 12.3
Up to grades 4 or 5 78 56.5
Up to grades 6, 7, or 8 43 31.2
Number of kindergarten teachers in the school (n = 136)

1 33 24.3
2-5 92 67.6
6 or more 1 8.1

Structure of the kindergarten day (n = 138)

Full-day kindergarten 131 94.9
Half-day kindergarten 4 2.9

Some full-day and some half-day kindergarten 3 2.2

District characteristics

District rurality (n = 117)

Nonrural 68 58.1
Rural 49 41.9
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Number of Percent of

Variable administrators  administrators
District need (n = 115)

Higher need 66 57.4
Lower need 49 42.6

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of administrators and publicly available data on district characteristics,
spring 2024.

Table A3. Teacher survey item-level response rates, 2024 (n = 445)

Response
Number of rate
teachers (percent)

Race/ethnicity 419 94.2
Highest level of education 422 94.8
Age 420 94.4
Teaching experience in New Hampshire 445 100
Education credential area 445 100
Class size 445 100
Structure of the kindergarten day 444 99.8
Children develop social and emotional skills during play 431 96.9
Children develop academic skills during play 430 96.6
Engagement in professional learning related to play-based learning 445 100
Familiarity with New Hampshire early learning standards 431 96.9
Familiarity with New Hampshire kindergarten readiness indicators 431 96.9
Familiarity with University of New Hampshire’s three-part guided play 429 96.4
model
Pressure to ensure children achieve specific academic benchmarks 424 95.3
leaves little time for guided play
I have enough planning time to prepare guided play activities 424 95.3
I have enough time during the school day to facilitate guided play 424 95.3
I have the necessary materials for guided play 424 95.3
I have sufficient physical space in my classroom for guided play 424 95.3
I have too many students to effectively facilitate guided play 420 94.4
My school administrators are supportive of play-based learning 431 96.9
The majority of parents in my school are supportive of play-based 430 96.6
learning
Free play 426 95.7
Centers or stations 425 95.5
Guided play 424 95.3
Teacher-directed playful learning 426 95.6
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Actively participate in play alongside your students 425 95.5

Allow students 30+ consecutive minutes of classroom time for guided 424 95.3
play

Use play to observe, assess, or document children’s learning and 424 95.3
development

Set up open-ended materials and spaces for play to foster specific 424 95.3
learning goals

Have a whole-group discussion before guided play to introduce new 425 95.5
materials or support students’ planning for play

Have a whole-group discussion after play to reflect on new learning 425 95.5

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Table A4. Administrator survey item-level response rates, 2024 (n = 138)

Response

Number of rate
Survey item administrators (percent)
Race/ethnicity 127 92.0
Highest level of education 128 92.8
Age 128 92.8
Experience as an elementary school administrator in New 137 99.3
Hampshire
Teaching experience 137 99.3
Grade levels within the school 138 100
Number of kindergarten teachers in the school 136 98.6
Structure of the kindergarten day 138 100
Children develop social and emotional skills during play 132 95.7
Children develop academic skills during play 132 95.7
Familiarity with 2018 legislation mandating a play-based approach 135 97.8
to kindergarten
Familiarity with New Hampshire early learning standards 134 97.1
Familiarity with New Hampshire kindergarten readiness indicators 134 97.1
Familiarity with University of New Hampshire’s three-part guided 134 97.1
play model
Pressure to ensure kindergartners achieve specific academic 129 93.5
benchmarks leaves little time for guided play
Kindergarten teachers in my school have enough planning time to 129 93.5
prepare guided play
Kindergarten teachers in my school have enough time during the 129 93.5
school day to facilitate guided play
Kindergarten teachers in my school have the necessary materials 129 93.5
for guided play
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Kindergarten teachers in my school have sufficient physical space 128 92.8
in their classroom for guided play

Kindergarten teachers in my school have too many students to 129 93.5
effectively facilitate guided play

Kindergarten teachers in my school are supportive of play-based 132 95.7
learning

The majority of parents in my school are supportive of play-based 132 95.7
learning

Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.

Table A5. Responding teachers’ beliefs about the academic and social-emotional value of

play, 2024 (percent)
Strongly Strongly I’'m not
Survey item disagree Disagree  Agree agree sure
Children develop social and emotional 5.3 0.0 4.4 90.0 0.2
skills during play (n = 431)
Children develop academic skills during 4.7 0.5 20.7 73.7 0.5

play (n = 430)

Note: Percentages do not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A6. Variation in responding teachers’ beliefs about the social-emotional and academic
value of play, by teacher and district characteristics, 2024

Level of agreement

that children develop Level of agreement
social-emotional that children develop
skills during play academic skills
during play (percent)
Disagree Agree Disagree Agree

or or Chi- or or Chi-
Teacher and district strongly  strongly square strongly strongly square
characteristics disagree agree test disagree agree test
Overall (n = 430, 428) 5.3 94.7 51 94.9
Teaching experience in New Hampshire 7.4* 11.3*
0-3 years (n = 110, 109) 2.7 97.3 2.8 97.2
4-10 years (n = 186, 185) 3.8 96.2 2.7 97.3
11 years or more (n = 134, 134) 9.7 90.3 10.4 89.6
Teacher education 0.7 0.2
Bachelor’s degree (n = 161, 159) 5.6 94.4 5.7 94.3
Master’s degree (n = 260, 260) 5.0 95.0 4.6 95.4
Teacher certification 0.1 0.0
Early childhood certification 5.0 95.0 5.0 95.0
(n=121,121)
No early childhood certification 5.5 94.5 5.2 94.8
(n =309, 307)
Class size 2.1 3.0
15 or fewer students (n = 174, 173) 3.4 96.6 2.9 97.1
16 or more students (n = 256, 255) 6.6 93.4 6.7 93.3
District rurality 3.9% 3.4
Nonrural (n = 263, 262) 6.8 93.2 6.5 93.5
Rural (n = 136, 135) 2.2 97.8 2.2 97.8
District need 1.9 1.3
Higher need (n =193, 191) 3.6 96.4 3.7 96.3
Lower need (n = 210, 210) 6.7 93.3 6.2 93.8

*Significant at p < .05.

Note: For sample sizes, the first number refers to the number of teachers who answered the first question (“Children develop social and
emotional skills during play”), and the second number refers to the number of teachers who answered the second question (“Children
develop academic skills during play”). These values are less than the values reported in table A5 because this analysis did not include
participants who selected "I'm not sure".

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A7. Responding teachers’ engagement in professional learning about play-based
learning, 2024 (percent)

Response
Professional learning (n = 445) rate
Read books or other publications about play-based learning 59.8
Participated in other workshops/trainings/professional development opportunities 45.8
related to play-based learning
Participated in a University of New Hampshire one-time 29.7
workshop/training/professional development opportunity on play-based learning
Read National Association for the Education of Young Children (NAEYC) resources 27.0
about play-based learning
Observed a model play-based learning classroom 17.8
Completed coursework during my teacher certification program related to play-based 17.8
learning
Received ongoing training from a University of New Hampshire play-based learning 16.4
coach
Explored the New Hampshire Department of Education Kindergarten Toolkit 16.4
I haven’t engaged with any play-based learning trainings or professional development 10.3
resources?
Other (please specify) 2.9

Note: Percentages do not sum to 100 because respondents were asked to select all options that applied. Six teachers (1.3 percent) selected at
least one play-based learning professional development option as well as the "I have not engaged" option. The data for these teachers were
recoded dropping out the "I have not engaged" response.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A8. Responding teachers’ engagement in professional learning, by years of teaching
experience in New Hampshire, 2024

0-3 11 years
years 4-10 years or more
) ) ) Chi-square
Professional learning n=14) (=191 (n=140) test
Received ongoing training from a University of New 9.6 16.2 22.1 7.2%
Hampshire play-based learning coach
Participated in a University of New Hampshire one- 14.0 31.9 39.3 20.0*

time workshop/training/professional development
opportunity on play-based learning

Participated in other 36.8 47.6 50.7 5.3
workshops/trainings/professional development
opportunities related to play-based learning

Observed a model play-based learning classroom 24.6 18.3 11.4 7.5%
Completed coursework during my teacher 21.1 15.7 17.9 1.4
certification program related to play-based learning

Read National Association for the Education of Young 20.2 27.8 31.4 4.1
Children (NAEYC) resources about play-based

learning

Explored the New Hampshire Department of 10.5 19.4 17.1 4.2
Education Kindergarten Toolkit

Read books or other publications about play-based 50.0 60.2 67.1 7.7*
learning

Other (please specify) 1.8 4.2 2.1 1.9
I haven’t engaged with any play-based learning 17.5 8.4 7.1 8.7*

trainings or professional development resources

*Significant at p < .05.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A9. Responding teachers’ engagement in professional learning, by early childhood
certification status, 2024

No early Early
childhood childhood

certificate certificate

(percent) (percent) Chi-square
Professional learning (n=324) (n=121) test
Received ongoing training from a University of New 16.7 15.7 0.1
Hampshire play-based learning coach
Participated in a University of New Hampshire one- 29.3 30.6 0.1

time workshop/training/professional development

opportunity on play-based learning

Participated in other 43.2 52.9 3.3
workshops/trainings/professional development

opportunities related to play-based learning

Observed a model play-based learning classroom 19.1 14.1 1.6
Completed coursework during my teacher 13.0 30.6 18.7*
certification program related to play-based learning

Read National Association for the Education of Young 20.1 45.5 28.8*
Children (NAEYC) resources about play-based learning

Explored the New Hampshire Department of 15.4 19.0 0.8
Education Kindergarten Toolkit

Read books or other publications about play-based 57.7 65.3 2.1
learning

Other (please specify) 2.8 3.3 0.1
I haven’t engaged with any play-based learning 1.4 7.4 1.5

trainings or professional development resources

*Significant at p < .05.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A10. Responding teachers’ engagement in professional learning, by class size, district
rurality, and district need, 2024

Class size District rurality District need
(percent) (percent) (percent)
16 or 15 or
more fewer Chi- Chi- High Low Chi-
students  students square Nonrural Rural square need need square
Professional learning (n=263) (n =182) test (n=193) (n=210) test n=263) (n=136) test
Received ongoing 20.9 9.9 9.5* 18.6 14.0 1.4 24.4 10.0 14.8*
training from a
University of New
Hampshire play-
based learning coach
Participated in a 35.0 22.0 8.7* 35.7 23.5 6.2* 35.8 27.6 3.1

University of New

Hampshire one-time

workshop/training/

professional

development

opportunity on play-

based learning

Participated in other 46.0 45.6 0.01 46.0 51.5 1.1 48.7 47.6 0.05
workshops/trainings/

professional

development

opportunities related

to play-based

learning

Observed a model 19.0 15.9 0.7 21.3 11.8 5.5% 18.1 18.1 <0.01
play-based learning

classroom

Completed 18.6 16.5 0.3 19.0 15.4 0.8 17.6 18.1 0.02
coursework during

my teacher

certification program

related to play-based

learning

Read National 26.2 28.0 0.2 255 324 2.1 28.0 28.1 <0.01
Association for the

Education of Young

Children (NAEYC)

resources about play-

based learning

Explored the New 17.1 15.4 0.2 16.0 20.6 1.3 19.2 16.2 0.6
Hampshire

Department of

Education

Kindergarten Toolkit
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Class size District rurality District need

(percent) (percent) (percent)
16 or 15 or
more fewer Chi- Chi- High Low Chi-
students  students square Nonrural Rural square need need square

Professional learning (n=263) (n =182) test (n=193) (n=210) test (n=263) (n=136) test
Read books or other 62.0 56.6 1.3 62.7 62.5 <0.01 66.3 59.5 2.0
publications about
play-based learning
Other (please 2.7 3.3 0.2 2.3 3.7 0.7 3.1 2.9 0.02
specify)
[ haven’t engaged 7.6 14.3 5.2* 9.1 11.8 0.7 8.8 1.0 0.5
with any play-based
learning trainings or
professional
development
resources

*Significant at p < .05.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Table All. Responding teachers’ familiarity with early learning frameworks and models,
2024 (percent)

Notatall Slightly Very Extremely
Early learning framework/model familiar ~ familiar Familiar familiar  familiar
New Hampshire early learning standards 8.9 20.7 38.3 21.6 10.7
(n=431)
New Hampshire kindergarten readiness 14.4 24.4 41.5 14.4 5.3
indicators (n = 431)
University of New Hampshire’s three-part 45.9 20.5 16.8 8.2 8.6

guided play model (n = 429)

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Table A12. Responding administrators’ beliefs about the social-emotional and academic
value of play, 2024 (percent)

Strongly Strongly I’'m not
Survey item disagree Disagree Agree agree sure
Children develop social and emotional skills 1.5 0.0 9.1 89.4 0.0
during play (n = 132)
Children develop academic skills during play 1.5 0.0 28.8 68.9 0.8
(n=132)

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.
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Table A13. Variation in responding administrators’ beliefs about the social-emotional and
academic value of play, by administrator experience and district characteristics, 2024

Level of agreement that Level of agreement

children develop social- that children develop

emotional skills during academic skills during

play (percent) play (percent)

Disagree or Agreeor  Chi- Disagree or  Agree or Chi-
Administrator experience and strongly strongly  squar strongly strongly  square
district characteristics disagree agree e test disagree agree test
Overall (n =131, 130) 1.5 98.5 1.5 97.7
Teaching experience 1.3 1.3
PreK-3 teaching experience (n 2.5 97.5 2.5 97.5
= 81, 80)
No PreK-3 teaching 0.0 100.0 0.0 100.0
experience (n = 50, 50)
Experience as an elementary school 0.6 0.6
administrator in New Hampshire
0-3 years (n = 31, 31) 0.0 100.0 0.0 100.0
4-10 years (n = 47, 47) 1.9 98.1 1.9 98.1
11 years or more (n = 53, 52) 2.1 97.9 2.1 97.9
District rurality 2.8 2.9
Nonrural (n = 68, 68) 0.0 100.0 0.0 100.0
Rural (n = 49, 48) 4.1 95.9 4.2 95.8
District need .05 .04
Higher need (n = 66, 65) 1.5 98.5 1.5 98.5
Lower need (n = 49, 49) 2.0 98.0 2.0 98.0

Note: For the sample sizes, the first number refers to the number of administrators who answered the first question (“Children develop social
and emotional skills during play”), and the second number refers to the number of administrators who answered the second question
(“Children develop academic skills during play”).These values are less than the values reported in table A12 because this analysis did not
include participants who selected "I'm not sure".

Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.

Table A14. Responding administrators’ familiarity with early learning frameworks and
models, 2024 (percent)

Notatall  Slightly Very Extremely
Early learning framework/model familiar ~ familiar =~ Familiar = familiar familiar
2018 legislation mandating a play- 2.2 6.7 34.8 36.3 20.0
based approach to kindergarten
(n=135)
New Hampshire early learning 2.2 13.4 46.3 29.1 9.0
standards (n = 134)
New Hampshire kindergarten 0.7 17.9 40.3 29.9 11.2
readiness indicators (n = 134)
University of New Hampshire’s three- 26.9 24.6 30.6 11.9 6.0

part guided play model (n = 134)

Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.

REL 2026013 A-17



Table A15. Responding administrators’ familiarity with early learning frameworks and
models, by years of administrative experience in New Hampshire, 2024

Familiarity with early learning frameworks and models

(percent)
Early learning framework/ Chi-
model and years of Not atall  Slightly Very Extremely square
administrative experience familiar ~ familiar Familiar familiar familiar test
2018 legislation mandating a play-based approach to kindergarten 17.8*
0-3 years (n = 31) 0.0 9.7 58.1 22.6 9.7
4-10 years (n = 49) 5.6 7.4 25.9 35.2 25.9
11 years or more (n = 54) 0.0 4.1 28.6 46.9 20.4
New Hampshire early learning standards 5.0
0-3 years (n = 31) 3.2 9.7 61.3 19.4 6.5
4-10 years (n = 48) 1.9 13.0 40.7 35.2 9.3
11 years or more (n = 54) 2.1 16.7 41.7 29.2 10.4
New Hampshire kindergarten readiness indicators 8.4
0-3 years (n = 31) 0.0 25.8 48.4 22.6 3.2
4-10 years (n = 49) 0.0 18.9 35.8 32.1 13.2
11 years or more (n = 53) 2.0 10.2 40.8 32.7 14.3
University of New Hampshire’s three-part guided play model 4.5
0-3 years (n = 31) 29.0 32.3 25.8 6.5 6.5
4-10 years (n = 49) 26.4 18.9 35.8 15.1 3.8
11 years or more (n = 53) 24.5 26.5 28.6 12.2 8.2

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.
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Table A16. Responding administrators’ familiarity with early learning frameworks and
models, by early childhood teaching experience, 2024

Familiarity with early learning frameworks and models

(percent)
Early learning framework/ Chi-
model and early childhood Not atall  Slightly Very Extremely square
teaching experience familiar ~ familiar Familiar familiar = familiar test
2018 legislation mandating a play-based approach to kindergarten 17.4*
PreK-3 experience (n = 83) 2.4 2.4 27.7 38.6 28.9
No PreK-3 experience 2.0 13.7 45.1 33.3 5.9
(n = 51)
New Hampshire early learning standards 11.1*
PreK-3 experience (n = 83) 2.4 8.4 41.0 37.3 10.8
No PreK-3 experience 2.0 22.0 54.0 16.0 6.0
(n =50)
New Hampshire kindergarten readiness indicators 11.2*
PreK-3 experience (n = 83) 1.2 14.5 32.5 38.6 13.3
No PreK-3 experience 0.0 22.0 54.0 16.0 8.0
(n= 50)
University of New Hampshire’s three-part guided play model 3.9
PreK-3 experience (n = 82) 24.4 23.2 29.3 15.9 7.3
No PreK-3 experience 29.4 27.5 33.3 5.9 3.9
(n=51)

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.
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Table A17. Responding administrators’ familiarity with early learning frameworks and
models, by district rurality, 2024

Familiarity with early learning frameworks and models

(percent)
Early learning Chi-
framework/model and Not atall  Slightly Very Extremely  square
district rurality familiar ~ familiar Familiar familiar familiar test
2018 legislation mandating a play-based approach to kindergarten 8.7
Nonrural (n = 68) 2.9 2.9 29.4 38.2 26.5
Rural (n = 49) 2.0 12.2 44.9 26.5 14.3
New Hampshire early learning standards 1.5
Nonrural (n = 68) 2.9 13.2 41.2 30.9 11.8
Rural (n = 48) 2.1 12.5 52.1 25.0 8.3
New Hampshire kindergarten readiness indicators 2.4
Nonrural (n = 67) 0.0 17.9 37.3 28.4 16.4
Rural (n = 49) 0.0 20.4 46.9 24.5 8.2
University of New Hampshire’s three-part guided play model 11.7*
Nonrural (n = 68) 26.5 22.1 23.5 16.2 11.8
Rural (n = 48) 29.2 33.3 33.3 4.2 0.0

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.
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Table A18. Responding administrators’ familiarity with early learning frameworks and
models by level of district need, 2024

Familiarity with early learning frameworks and models

(percent)
Early learning Chi-
framework/model and Not atall Slightly Very  Extremely square
district need familiar ~ familiar Familiar familiar  familiar test
2018 legislation mandating a play-based approach to kindergarten 5.3
Lower need (n = 49) 2.0 6.1 28.6 32.7 30.6
Higher need (n = 66) 3.0 7.6 40.9 34.8 13.6
New Hampshire early learning standards 3.0
Lower need (n = 49) 0.0 12.2 44.9 30.6 12.2
Higher need (n = 65) 4.6 13.8 46.2 27.2 7.7
New Hampshire kindergarten readiness indicators 0.9
Lower need (n = 48) 0.0 16.7 39.6 31.3 12.5
Higher need (n = 66) 0.0 21.2 42.4 24.2 12.1
University of New Hampshire’s three-part guided play model 4.6
Lower need (n = 49) 26.5 20.4 26.5 16.3 10.2
Higher need (n = 65) 26.2 32.3 29.2 7.7 4.6

*Significant at p < .05.

Note: Percentages might not sum to 100 because of rounding. A higher-need district is one that received more than the state median amount
of per pupil Title 1A funding, which provides financial assistance for schools with high numbers or percentages of children in low-income
families to ensure that all children can succeed in school. A lower-need district is one that received less than the state median amount of per
pupil Title 1A funding.

Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.
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Table A19. Teacher-reported positive supports and barriers to implementing play-based
learning, by level of agreement, 2024 (percent)

Survey item

Abbreviated
item phrasing
as positive
support or
barrier

I’m not
sure

Strongly
agree

Strongly
disagree Disagree

Agree

Pressure to ensure children Pressure to 3.8 20.1 32.3 42.9 0.9
achieve specific academic achieve
benchmarks leaves little time academic
for guided play (n = 424) benchmarks?
I have enough planning time to  Insufficient 24.8 46.7 25.0 3.3 0.2
prepare guided play activities  planning
(n=424) time®
I have enough time during the Insufficient 20.5 354 33.0 10.6 0.5
school day to facilitate guided  class time®
play (n = 424)
. Have 8.0 27.8 48.6 13.7 1.9

I have. the necessary materials necessary
for guided play (n = 424) materials
I have sufficient physical space Have. 54 198 524 217 0.7
in my classroom for guided sufficient

o classroom
play activities (n = 424)

space

I have too many students to Too many 16.0 59.3 15.7 5.0 4.1
effectively facilitate guided students?
play (n = 420)
My school administrators are Have 4.6 15.1 45.5 26.7 8.1
supportive of play-based administrator
learning (n = 431) support
The majority of parentsin my  Have parent 0.2 3.7 46.7 17.7 31.6
school are supportive of play-  support

based learning (n = 430)

Note: Percentages might not sum to 100 because of rounding.

a. To calculate the proportion of teachers who identified this as a barrier, the analyses summed “Agree” and “Strongly agree.”

b. To calculate the proportion of teachers who identified this as a barrier, the analyses summed “Disagree” and “Strongly disagree.”
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A20. Administrator-reported positive supports and barriers to implementing play-
based learning, by level of agreement, 2024 (percent)

Abbreviated
item phrasing

as positive

support or Strongly Strongly I’'m not

Survey item barrier disagree Disagree Agree agree sure
Pressure to ensure Pressure to 8.5 38.8 411 7.8 3.9
kindergartners achieve specific  achieve

academic benchmarks leaves academic

little time for guided play benchmarks?

(n =129)

Kindergarten teachers in my Insufficient 2.3 24.8 50.4 21.7 0.8
school have enough planning planning

time to prepare guided play time®

activities (n = 129)

Kindergarten teachers in my Insufficient 2.3 22.5 45.0 27.9 2.3
school have enough time during class time®

the school day to facilitate

guided play (n = 129)

Kindergarten teachers in my Have 0.8 5.4 53.5 36.4 3.9
school have the necessary necessary

materials for guided play materials

(n =129)

Kindergarten teachers in my Have 0.0 3.9 59.4 36.7 0.0
school have sufficient physical  sufficient

space in their classroom for classroom

guided play activities (n = 128) space

Kindergarten teachers in my Too many 25.6 56.6 8.5 7.8 1.6
school have too many students  students®

to effectively facilitate guided

play (n = 129)

The majority of parents in my Have parent 2.3 3.0 45.5 29.5 19.7
school are supportive of play- support

based learning (n = 132)

Kindergarten teachers in my Have teacher 0.8 3.0 38.6 53.8 3.8
school are supportive of play- support

based learning (n = 132)

Note: Percentages might not sum to 100 because of rounding.

a. The proportion of teachers who identify this as a barrier was calculated by summing “Agree” and “Strongly agree.”
b. The proportion of teachers who identify this as a barrier was calculated by summing “Disagree” and “Strongly disagree.”

Source: Authors’ analyses of University of New Hampshire survey of administrators, spring 2024.
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Table A21. Responding teachers’ frequency of implementation of play-based learning, by
type of play-based learning, 2024 (percent)

Less than an An hour or more
Type of play-based learning None hour a week a week
Free play (n = 426) 4.0 40.9 55.2
Centers or stations (n = 425) 5.9 32.0 62.1
Guided play (n = 424) 11.8 42.7 45.5
Teacher-directed playful learning (n = 426) 4.5 54.9 40.6

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Table A22. Responding teachers’ frequency of implementation of key components of guided
play, by component, 2024 (percent)

4 or
1-3 2-3 more
timesa Oncea timesa timesa

Component of guided play month week week week
Actively participate in play alongside your 4.9 16.5 15.8 35.5 27.3
students (n = 425)
Allow students 30+ consecutive minutes of 15.6 13.7 10.6 19.8 40.3
classroom time for guided play (n = 424)
Use play to observe, assess, or document 9.4 19.6 15.6 27.1 28.3
children’s learning and development (n = 424)
Set up open-ended materials and spaces for 11.8 24.8 19.6 21.0 22.9
play to foster specific learning goals (n = 424)
Have a whole-group discussion before guided 8.2 28.7 26.1 21.4 15.5

play to introduce new materials or support

students’ planning for play (n = 425)

Have a whole-group discussion after play to 23.8 26.4 19.5 16.2 14.1
reflect on new learning (n = 425)

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A23. Responding teachers’ frequency of implementation of the combination of all
three key components of the University of New Hampshire-developed three-part guided
play model, 2024 (percent)

NOuls High
Three-part guided play model (n = 425) implementation implementation
Allow students 30+ consecutive minutes 334 47.8 18.8
of classroom time for guided play, have a
whole-group discussion before guided
play to introduce new materials or
support students’ planning for play, and
have a whole-group discussion after play
to reflect on new learning

Note: Teacher implementation was coded such that “never” included teachers who never taught any of the three components, “some
implementation” included teachers who taught all three components with varied frequency, and “high implementation” included teachers
who taught all three components at least two times a week.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A24. Responding teachers’ frequency of implementation of key components of guided
play, by their perception of their administrators’ support for play-based learning, 2024

Implementation frequency

(percent)
Component of play-based learning and Chi-
teachers’ level of agreement that their 1-5 times a At least 2 square
administrators support play-based learning Never month times a week test
Set up open-ended materials and spaces for play to foster specific learning goals 38.4*
Agree + Strongly agree (n = 306) 6.5 43.1 50.3
Disagree + Strongly disagree (n = 84) 23.8 51.2 25.0
I’m not sure (n = 34) 29.4 38.2 32.4
Have a whole-group discussion before guided play to introduce new materials or 33.5*%
support students’ planning for play
Agree + Strongly agree (n = 307) 4.9 51.8 43.3
Disagree + Strongly disagree (n = 84) 14.3 67.9 17.8
I’m not sure (n = 34) 23.5 50.0 26.5
Allow students 30+ consecutive minutes of classroom time for guided play 65.0*
Agree + Strongly agree (n = 306) 9.2 19.3 71.6
Disagree + Strongly disagree (n = 84) 32.1 39.3 28.6
I’m not sure (n = 34) 32.4 32.4 35.3
Actively participate in play alongside your 40.2*
students
Agree + Strongly agree (n = 307) 2.3 27.0 70.7
Disagree + Strongly disagree (n = 84) 14.3 42.9 42.9
I’m not sure (n = 34) 5.9 52.9 41.2
Have a whole-group discussion after play to reflect on new learning 26.4*
Agree + Strongly agree (n = 307) 18.9 44.6 36.5
Disagree + Strongly disagree (n = 84) 39.3 47.6 13.1
I’m not sure (n = 34) 29.4 53.0 17.7
Use play to observe, assess, or document children’s learning and development 39.1*
Agree + Strongly agree (n = 306) 5.9 31.4 62.7
Disagree + Strongly disagree (n = 84) 14.3 51.2 34.5
I’m not sure (n = 34) 29.4 29.4 41.2

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Table A25. Responding teachers’ frequency of implementation of some key components of
guided play, by class size and district need, 2024

Implementation frequency

(percent)
At least 2

Component of guided play, 1-5 times a times a Chi-square
class size, and district need Never month week test
Have a whole-group discussion before guided play to introduce new materials or support students’
planning for play
Class size 6.2*
16 or more students (n = 254) 5.5 56.7 37.8
15 or fewer students (n = 171) 12.3 52.0 35.7
District need 2.5
Higher need (n = 193) 6.2 52.8 40.9
Lower need (n = 210) 9.0 56.7 34.3
Allow students 30+ consecutive minutes of classroom time for guided play
Class size 2.9
16 or more students (n = 254) 13.4 23.6 63.0
15 or fewer students (n = 170) 18.8 25.3 55.9
District need 9.1*
Higher need (n = 193) 13.5 17.1 69.4
Lower need (n = 209) 16.3 28.2 55.5
Actively participate in play alongside your students
Class size 6.5*
16 or more students (n = 254) 2.8 33.5 63.8
15 or fewer students (n = 171) 8.2 30.4 61.4
District need? 3.6
Higher need (n = 193) 2.6 29.0 68.4
Lower need (n = 210) 5.7 32.9 61.4

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
a. A higher-need district is one that received more than the state median amount of per pupil Title 1A funding, which provides financial

assistance for schools with high numbers or percentages of children in low-income families to ensure that all children can succeed in school.
A lower-need district is one that received less than the state median amount of per pupil Title 1A funding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Appendix B. Supplemental analyses

This appendix provides additional illustrative analyses highlighting the unique context of ongoing
professional learning offered by the University of New Hampshire (UNH) to teachers in the Manchester
school district, as well as additional supplemental analyses investigating the extent to which
responding teachers agree or disagree that play-based learning at their school happens primarily
during recess.

Supplemental analyses excluding Manchester teachers

The study team learned about the particular context of the ongoing professional learning offered to
teachers in the Manchester school district through the lead play-based learning coach, who was a
member of the New Hampshire Partnership to Increase Early Learning Outcomes through Play. During
the 2023/24 school year, the UNH coaching initiative focused its efforts on the Manchester school
district to increase the density of play-based learning expertise and reduce the travel demands on
coaches across a largely rural state. Manchester is a nonrural, higher-need district,? and all but one
Manchester teacher had a class size of 16 or more students.

Because of the higher coaching intensity for teachers in the Manchester school district relative to the
rest of the sample, the study team examined how survey responses from teachers in Manchester might
have influenced the overall results. The study team conducted subsample analyses for the following
research questions: familiarity with the UNH three-part guided play model (research question 1 [RQI]);
differences in familiarity by class size, district rurality, and district need (RQla); and the extent to which
teachers were implementing the key components of the three-part guided play model (RQ4) and
whether implementation varied by teachers’ perceptions of administrator support, class size, and
district characteristics (RQ 4a). Subsample analyses were restricted to teachers because teachers in
Manchester had greater access to the UNH-led professional learning opportunities; the study team was
not aware of corresponding access for administrators.

The sample included 27 kindergarten teachers in the Manchester school district, which constituted 6.1
percent of the total kindergarten teacher sample (n = 445). Of the 73 responding teachers who indicated
that they had received ongoing training from a UNH play-based learning coach, 19 taught in the
Manchester district; of the 132 responding teachers who indicated that they had participated in a UNH
one-time workshop, 19 were in the Manchester district.

As expected, based on the greater access of teachers in the Manchester school district to UNH coaching
in the 2023/24 school year, a higher percentage of kindergarten teachers in Manchester received
ongoing UNH coaching than the percentage of teachers not in Manchester (table B1). Although the
study team did not have data on the number of one-time workshops UNH offered or the number of
teachers who participated, of the kindergarten teachers in the responding sample, a higher percentage
of those in Manchester participated in a UNH one-time workshop than did those not in Manchester.

2 Districts were classified as higher need or lower need. A higher-need district is one that received more than the state
median amount of per pupil Title 1A funding, which provides financial assistance for schools with high numbers or
percentages of children in low-income families to ensure that all children can succeed in school. A lower-need district is one
that received less than the state median amount of per pupil Title 1A funding.
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Specifically, 70 percent of kindergarten teachers in Manchester received coaching from UNH (19 of 27
teachers) compared with 13 percent of kindergarten teachers not in Manchester (54 of 418 teachers),
and 70 percent of kindergarten teachers in Manchester had participated in a UNH one-time workshop
(19 of 27 teachers) compared with 27 percent of kindergarten teachers not in Manchester (113 of 418
teachers). Because of these differences in participation in UNH professional learning between teachers
in Manchester and teachers not in Manchester, the following supplemental analyses compared
findings with and without Manchester teachers in the sample.

Table B1. Responding kindergarten teachers’ engagement in professional learning, by
location in the Manchester school district or not in Manchester, 2024

Teacher location (percent)
Percent of all

Teachers in Teachers not Chi- kindergarten
Professional learning Manchester in Manchester square teachers
opportunity (n=27) (n = 418) test (n = 445)
Received ongoing training from 70.4 12.9 61.0* 16.4
a University of New Hampshire
(UNH) play-based learning coach

Participated in a UNH one-time 70.4 27.0 22.8* 29.7
workshop/ training/professional

development opportunity on

play-based learning

*Significant at p < .05.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Because of the disproportionate number of teachers in Manchester who received professional learning from
UNH (either from a play-based learning coach or in a one-time workshop), when the Manchester teachers
were excluded from the analyses, the relationships between UNH coaching and class size, between UNH
coaching and district need, and between participating in a UNH workshop and district rurality were no
longer statistically significant. Only class size remained significantly related to participation in a UNH
one-time workshop (table B2). When teachers in Manchester were excluded from the analyses, the
proportion of teachers who received ongoing training from a UNH play-based learning coach
decreased from 21 percent to 15 percent among teachers with 16 or more students and from 24 percent
to 17 percent among teachers in higher-need districts. Similarly, the proportion of teachers who
participated in a UNH one-time workshop decreased from 36 percent to 32 percent among teachers in
nonrural districts. The proportion of teachers with 16 or more students who participated in a UNH one-
time workshop also decreased, from 35 percent to 31 percent, but the relationship remained
statistically significantly higher than the 22 percent of teachers with 15 or fewer students who
participated.
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Table B2. Responding kindergarten teachers’ engagement in professional learning, by class
size, district need, and district rurality, for all responding kindergarten teachers and the

sample excluding teachers in the Manchester school district, 2024

Class size District need? District rurality
(percent) (percent) (percent)
16 or Fewer Higher Non-

Professional more than 15 need Lower rural
learning students students Chi- districts need Chi- districts Rural Chi-
opportunity and (n=263, (n=182, square (=193, districts square (n=263, districts square
teacher sample VAY)) 181) test 166) (n =210) test 236) (n=136) test
Received ongoing training from a University of New Hampshire (UNH) play-based learning coach
All kindergarten 20.9 9.9 9.5*% 24.4 10.0 14.8* 18.6 14.0 1.4
teachers
Kindergarten 15.2 9.9 2.5 16.9 10.0 3.9 12.7 14.0 0.1
teachers
excluding
Manchester

Participated in a UNH one-time workshop/training/professional development opportunity on
play-based learning

All kindergarten 35.0 22.0 8.7* 35.8 27.6 3.1 35.7 23.5 6.2*
teachers

Kindergarten 31.2 22.0 4.9* 30.1 27.6 0.3 31.8 23.5 2.9
teachers

excluding

Manchester

*Significant at p < .05.

Note: Two n values are reported in each header because the response rate was different across the two items included in this table.

a. A higher-need district is one that received more than the state median amount of per pupil Title 1A funding, which provides financial
assistance for schools with high numbers or percentages of children in low-income families to ensure that all children can succeed in school.
A lower-need district is one that received less than the state median amount of per pupil Title 1A funding.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Teacher familiarity with the three-part guided play model was lower after Manchester teachers were
excluded, highlighting the gap between teachers’ familiarity with the UNH three-part guided play model
and the New Hampshire early learning standards and the New Hampshire kindergarten readiness
indicators. Teachers in the Manchester school district were significantly more familiar with the UNH
three-part guided play model than teachers not in Manchester (table B3). Over 85 percent of teachers
in Manchester were familiar (37 percent), very familiar (19 percent), or extremely familiar (30 percent)
with the three-part guided play model compared with approximately 30 percent of teachers not in
Manchester who were familiar (15 percent), very familiar (8 percent), or extremely familiar (7 percent)
with the model. Because teachers in Manchester were more familiar with the three-part guided play
model than teachers not in Manchester, familiarity with the three-part guided play model decreases
slightly when teachers in Manchester are excluded from the sample (table B4).
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Table B3. Responding kindergarten teachers’ familiarity with the three-part guided play
model, by teacher location in Manchester school district or not in Manchester, 2024

Familiarity with early learning frameworks and models

(percent)
Chi-

Notatall  Slightly Very Extremely  square
Teacher sample familiar familiar Familiar familiar familiar test
University of New Hampshire’s three-part model for guided play 37.1*
Teachers in Manchester (n = 27) 111 3.7 37.0 18.5 29.6
Teachers not in Manchester 48.3 21.6 15.4 7.5 7.2
(n=402)

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of teachers, spring 2024.

Table B4. Responding kindergarten teachers’ familiarity with early learning frameworks
and models, for all kindergarten teachers and excluding teachers in the Manchester school
district, 2024 (percent)

Early learning framework/model Notatall Slightly Very  Extremely
and teacher sample familiar =~ familiar Familiar familiar  familiar
New Hampshire early learning standards

All kindergarten teachers (n = 431) 8.9 20.7 38.3 21.6 10.7
Kindergarten teachers excluding Manchester 8.9 21.3 37.9 21.3 10.6
(n=404)

New Hampshire kindergarten readiness indicators

All kindergarten teachers (n = 431) 14.4 24.4 41.5 14.4 5.3
Kindergarten teachers excluding Manchester 14.4 24.3 42.3 13.9 5.2
(n=404)

University of New Hampshire three-part guided play model

All kindergarten teachers (n = 429) 45.9 20.5 16.8 8.2 8.6
Kindergarten teachers excluding Manchester 48.3 21.6 15.4 7.5 7.2
(n=402)

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

With Manchester teachers excluded, the relationship between familiarity with the three-part guided play
model and class size or district need is no longer significant. Across the full sample of responding
kindergarten teachers in New Hampshire, teachers’ familiarity with the UNH three-part guided play
model varies significantly by class size and district need. Teachers with larger classes and those in
higher-need districts were more familiar with the three-part guided play model than their peers with
smaller classes and in lower-need districts (table B5). However, with teachers in the Manchester school
district excluded from the analyses, teachers with 16 or more students were no longer significantly
more familiar with the three-part guided play model than teachers with 15 or fewer students, and
teachers in higher-need districts were no longer significantly more familiar with the model than
teachers in lower-need districts. With teachers in Manchester excluded, the proportion of teachers
with 16 or more students and the proportion of teachers in higher-need districts who were not at all
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familiar or slightly familiar with the three-part guided play model increased, while the proportion of
teachers who were familiar, very familiar, or extremely familiar decreased. In both cases, these
proportions became more similar to the proportions for teachers with 15 or fewer students and
teachers in lower-need districts, which resulted in the nonsignificant relationships. The relationship
between teachers’ familiarity with the three-part guided play model and district rurality remained
nonsignificant.

Table B5. Responding kindergarten teachers’ familiarity with the three-part guided play
model, by class size, district need, and district rurality, for all teachers and excluding
teachers in the Manchester school district, 2024

Familiarity with the three-part guided play model

(percent)
Class size, district Chi-
characteristics, and Not atall  Slightly Very Extremely square
teacher sample familiar =~ familiar Familiar familiar  familiar test
Class size
All kindergarten teachers 12.7*
16 or more students (n = 255) 39.6 20.8 20.4 9.0 10.2
15 or fewer students (n = 174) 55.2 20.1 11.5 6.9 6.3
Kindergarten teachers excluding 7.9
Manchester
16 or more students (n = 229) 42.8 22.7 18.8 7.9 7.9
15 or fewer students (n = 173) 55.5 20.2 11.0 6.9 6.4
District need?
All kindergarten teachers 14.3*
Higher need (n = 190) 38.9 20.5 18.9 7.9 13.7
Lower need (n = 209) 50.2 22.5 14.4 8.6 4.3
Kindergarten teachers excluding 7.5
Manchester
Higher need (n = 163) 43.6 23.3 16.0 6.1 11.0
Lower need (n = 209) 50.2 22.5 14.4 8.6 4.3
District rurality
All kindergarten teachers 4.4
Nonrural (n = 261) 41.4 21.8 18.0 8.8 10.0
Rural (n = 134) 51.5 20.9 13.4 7.5 6.7
Kindergarten teachers excluding 1.6
Manchester
Nonrural (n = 234) 44.9 23.9 15.8 7.7 7.7
Rural (n = 134) 51.5 20.9 13.4 7.5 6.7

*Significant at p < .05.

Note: Percentages might not sum to 100 because of rounding.

a. A higher-need district is one that received more than the state median amount of per pupil Title 1A funding, which provides financial
assistance for schools with high numbers or percentages of children in low-income families to ensure that all children can succeed in school.
A lower-need district is one that received less than the state median amount of per pupil Title 1A funding.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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The time spent implementing any of four types of play-based learning was not statistically different for
teachers in the Manchester school district as compared with teachers not in Manchester. Of responding
kindergarten teachers, those in Manchester did not spend statistically significantly more time than
those not in Manchester implementing any of four types of play-based learning, including guided play
(table B6). For example, about half of teachers in Manchester (52 percent) implemented guided play
for an hour or more a week compared with 45 percent of teachers not in Manchester, but this
difference was not statistically significant.

Table B6. Responding kindergarten teachers’ implementation of types of play-based
learning, by teacher location in Manchester school district or not in Manchester, 2024

Implementation frequency (percent)

Chi-
Type of play-based learning and Lessthanan  An hour or square
teacher sample hour a week more a week test
Free play 0.9
Teachers in Manchester (n = 27) 7.4 40.7 51.9
Teachers not in Manchester (n = 399) 3.8 40.9 55.4
Centers or stations 1.9
Teachers in Manchester (n = 27) 0.0 37.0 63.0
Teachers not in Manchester (n = 398) 6.3 31.7 62.1
Guided play 1.1
Teachers in Manchester (n = 27) 14.8 33.3 51.9
Teachers not in Manchester (n = 397) 1.6 43.3 45.1
Teacher-directed playful learning 2.8
Teachers in Manchester (n = 27) 7.4 66.7 25.9
Teachers not in Manchester (n = 399) 4.3 54.1 41.6

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Responding teachers in the Manchester school district allowed students time for guided play and used
whole-group discussion after play statistically significantly more often than teachers not in Manchester. Of
responding kindergarten teachers, those in Manchester reported actively participating in play
alongside their students, allowing students 30 or more consecutive minutes of classroom time for
guided play, and using whole-group discussion after play to reflect on new learning statistically
significantly more often than teachers not in Manchester (table B7). For example, 56 percent of
teachers in Manchester had a whole-group discussion after play four or more times a week compared
with 11 percent of teachers not in Manchester, and this difference was statistically significant. These
results are likely driven, in part, by Manchester teachers’ greater participation in UNH professional
learning opportunities and greater familiarity with the three-part guided play model than teachers not
in Manchester.
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Table B7. Responding kindergarten teachers’ implementation of key components of guided
play, by teacher location in Manchester school district or not in Manchester, 2024

Implementation frequency (percent)

1-3 Once 2-3 4 or more Chi-

Component of guided play and times a a timesa  timesa square
teacher sample Never month week  week week test
Actively participate in play alongside your students 14.0*
Teachers in Manchester (n = 27) 0.0 3.7 7.4 33.3 55.6

Teachers not in Manchester (n = 398) 5.3 17.3 16.3 35.7 25.4

Allow students 30+ consecutive minutes of classroom time for guided play 15.9*
Teachers in Manchester (n = 27) 11.1 0.0 0.0 14.8 74.1

Teachers not in Manchester (n = 397) 15.9 14.6 1.3 20.2 38.0

Use play to observe, assess, or document children’s learning and development 4.3
Teachers in Manchester (n = 27) 0.0 18.5 11.1 33.3 37.0

Teachers not in Manchester (n = 397) 10.1 19.7 15.9 26.7 27.7

Set up open-ended materials and spaces for play to foster specific learning goals 1.9
Teachers in Manchester (n = 27) 1.1 22.2 29.6 18.5 18.5

Teachers not in Manchester (n = 397) 11.8 24.9 18.9 21.2 23.2

Have a whole-group discussion before guided play to introduce new materials or 8.0
support students’ planning for play

Teachers in Manchester (n = 27) 7.4 14.8 22.2 22.2 33.3

Teachers not in Manchester (n = 398) 8.3 29.7 26.4 21.4 14.3

Have a whole-group discussion after play to reflect on new learning 41.7*
Teachers in Manchester (n = 27) 1.1 7.4 14.8 1.1 55.6

Teachers not in Manchester (n = 398) 24.6 27.6 19.9 16.6 1.1

Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

Responding teachers who reported that their administrators supported play-based learning implemented
aspects of the UNH three-part guided play model more frequently than teachers who did not, even when
teachers in the Manchester school district were excluded. After teachers in Manchester were excluded,
70 percent of teachers who agreed or strongly agreed that their administrators supported play-based
learning allowed students at least 30 consecutive minutes of guided play at least twice a week (table
B8). In contrast, only 26 percent of teachers who disagreed or strongly disagreed that their
administrators supported play-based learning allowed students at least 30 consecutive minutes of
guided play at least twice a week. A similar pattern holds for the other components of guided play
when teachers in Manchester are excluded. These results are very similar to those for all responding
kindergarten teachers (see table A24 in appendix A).
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Table B8. Responding kindergarten teachers’ implementation of key components of guided
play, by their perception of their administrators’ support for play-based learning, excluding
teachers in the Manchester school district, 2024

Implementation frequency

(percent)
Component of play-based learning and teachers’ Chi-
level of agreement that their administrators 1-5 times a 2 or more square
supported play-based learning Never month times a week test
Actively participate in play alongside your students 39.1*
Agree + Strongly agree (n = 284) 2.5 28.2 69.4
Disagree + Strongly disagree (n = 81) 14.8 44.4 40.7
I’m not sure (n =33) 6.1 54.6 39.4
Allow students 30+ consecutive minutes of classroom time for guided play 66.2*
Agree + Strongly agree (n = 283) 8.8 20.9 70.3
Disagree + Strongly disagree (n = 81) 333 40.7 25.9
I’m not sure (n =33) 33.3 33.3 33.3
Use play to observe, assess, or document children’s learning and development 40.2*
Agree + Strongly agree (n = 283) 6.4 31.1 62.5
Disagree + Strongly disagree (n = 81) 14.8 53.1 32.1
I’m not sure (n =33) 30.3 30.3 39.4
Set up open-ended materials and spaces for play to foster specific learning goals 45.4*
Agree + Strongly agree (n = 283) 6.0 41.7 52.3
Disagree + Strongly disagree (n = 81) 24.7 53.1 22.2
I’m not sure (n =33) 30.3 39.4 30.3
Have a whole-group discussion before guided play to introduce new materials or 38.1*
support students’ planning for play
Agree + Strongly agree (n = 284) 4.6 52.5 43.0
Disagree + Strongly disagree (n = 81) 14.8 70.4 14.8
I’m not sure (n =33) 24.2 51.5 24.2
Have a whole-group discussion after play to reflect on new learning 28.5*
Agree + Strongly agree (n = 284) 19.4 46.1 34.5
Disagree + Strongly disagree (n = 81) 40.7 49.4 9.9
I’m not sure (n =33) 30.3 54.6 15.2

*Significant at p < .05.
Note: Percentages might not sum to 100 because of rounding.
Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.

With responding teachers in the Manchester school district excluded, there is no longer a significant
relationship between actively participating in play alongside students and class size or between allowing
students 30 or more consecutive minutes of classroom time for guided play and district need. After
kindergarten teachers in Manchester are excluded, class size remains significantly related to having a
whole-group discussion before guided play to introduce new materials or support students’ planning
for play. However, class size is no longer significantly related to actively participating in play alongside
students, nor is district need significantly related to allowing students 30 or more consecutive minutes
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of classroom time for guided play (table B9). The only statistically significant difference remaining
when teachers in Manchester are excluded is that a higher percentage of teachers with class sizes of 15
or fewer students reported that they never have a whole-group discussion before guided play (12
percent) than of teachers with class sizes of 16 or more students (5 percent). The pattern of results is
similar to that for all responding kindergarten teachers, but only the relationship between having a
whole-group discussion before guided play and class size remains statistically significant (see table A25
in appendix A).

Table B9. Responding teachers’ implementation of some key components of guided play, by
class size and district need, excluding teachers in the Manchester school district, 2024

Implementation frequency
(percent)

2 or more
Component of guided play and 1-5 times times a Chi-square
class size and district characteristics Never a month week test
Have a whole-group discussion before guided play to introduce new materials
or support students’ planning for play

Class size 6.9*
16 or more students (n = 228) 5.3 59.2 35.5

15 or fewer students (n = 170) 12.4 51.8 35.9

District need? 1.6

Higher need (n = 166) 6.0 55.4 38.6

Lower need (n = 210) 9.0 56.7 34.3

Allow students 30+ consecutive minutes of classroom time for guided play

Class size 1.4

16 or more students (n = 228) 14.0 26.3 59.7

15 or fewer students (n = 169) 18.3 25.4 56.2

District need 4.8
Higher need (n = 166) 13.9 19.9 66.3

Lower need (n = 209) 16.3 28.2 55.5

Actively participate in play alongside your students

Class size 5.8
16 or more students (n = 228) 3.1 36.0 61.0

15 or fewer students (n = 170) 8.2 30.6 61.2

District need 1.7

Higher need (n = 166) 3.0 31.9 65.1

Lower need (n = 210) 5.7 32.9 61.4

*Significant at p < .05.

Note: Percentages might not sum to 100 because of rounding.

a. A higher-need district is one that received more than the state median amount of per pupil Title 1A funding, which provides financial
assistance for schools with high numbers or percentages of children in low-income families to ensure that all children can succeed in school.
A lower-need district is one that received less than the state median amount of per pupil Title 1A funding.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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Supplemental analyses on play-based learning primarily during recess

This section reports on supplemental analyses investigating the extent to which responding teachers
agreed or disagreed that play-based learning at their school happens primarily during recess. These
supplemental analyses were conducted to understand teachers’ perceptions of how often play-based
learning is occurring primarily during recess rather than in the classroom as intended by the New
Hampshire kindergarten education mandate. These analyses also examined how teachers’ responses
to this question varied by their years of experience, perceptions of administrator support, class size,
and district characteristics. These statistical tests excluded five teachers who reported being unsure
about whether play-based learning occurs primarily during recess at their school.

The degree to which responding teachers perceived that play-based learning was integrated into the school
day varied, with a quarter of responding teachers agreeing or strongly agreeing that play-based learning
at their school happened primarily during recess. Almost three-quarters of kindergarten teachers (75
percent) disagreed or strongly disagreed that play-based learning at their school happened primarily
during recess, but a quarter of teachers (25 percent) agreed or strongly agreed that it did (see table
B10). This suggests that kindergarten teachers may need additional support in implementing play-
based learning in the classroom.

The degree to which responding teachers perceived that play-based learning happened primarily during
recess was largely unrelated to teaching experience, class size, and district characteristics, with two
exceptions. Kindergarten teachers’ perceptions of administrator support for play-based learning and
their district rurality were both significantly associated with agreement that play-based learning at
their school happens primarily during recess (see table B10). Specifically, among teachers who
perceived greater administrator support, most strongly disagreed (30 percent) or disagreed (54
percent) that play-based learning at their school happens primarily during recess. Among teachers
who perceived less administrator support, fewer strongly disagreed (10 percent) or disagreed (36
percent) that play-based learning at their school happens primarily during recess. The positive
association of teachers’ perception of where play-based learning occurs with perceived administrator
support highlights an opportunity to influence implementation by building a better understanding
among principals of how play-based learning can be integrated into the school day. In addition, a
greater proportion of teachers in rural districts (62 percent) disagreed that play-based learning at their
school happens primarily during recess than did teachers in nonrural districts (46 percent).
Perceptions that play-based learning happens primarily at recess were not statistically significantly
related to teaching experience, class size, or district need.
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Table B10. Responding teachers’ level of agreement that play-based learning at their school

happens primarily during recess, by teaching experience, perceptions of administrator

support, class size, and district characteristics, 2024
Teaching experience, class size, Level of agreement (percent)

perceptions of administrator support, Strongly Strongly  Chi-square
and district characteristics disagree Disagree Agree agree test
Overall (n = 424) 23.8 50.9 15.6 9.7

Teaching experience in New Hampshire 10.3
0-3 years (n =109) 17.4 51.4 20.2 11.0

4-10 years (n = 183) 22.4 50.3 16.9 10.4

11 years or more (n = 132) 31.1 51.5 9.8 7.6

Teacher education 1.8
Bachelor’s degree (n = 158) 20.9 51.3 17.1 10.8

Master’s degree (n = 257) 25.3 51.8 14.4 8.6

Teacher certification 3.0
Early childhood certification (n = 118) 26.3 50.8 16.9 5.9

No early childhood certification (n = 306) 22.9 51.0 15.0 1.1

Class size 4.3
16 or more students (n = 254) 23.6 54.3 14.2 7.9

15 or fewer students (n = 170) 24.1 45.9 17.6 12.4
Administrator support 55.2*
Agree + strongly agree (n = 309) 29.8 54.1 10.7 5.5

Disagree + strongly disagree (n = 83) 9.6 36.1 30.1 24.1

District rurality 8.7*
Nonrural (n = 261) 26.1 46.4 17.6 10.0

Rural (n =133) 20.3 61.7 10.5 7.5

District need? 0.05
Higher need (n = 190) 23.7 52.1 15.3 8.9

Lower need (n = 208) 24.5 51.4 14.9 9.1

*Significant at p < .05.

Note: Percentages might not sum to 100 because of rounding.

a. A higher-need district is one that received more than the state median amount of per pupil Title 1A funding, which provides financial
assistance for schools with high numbers or percentages of children in low-income families to ensure that all children can succeed in school.
A lower-need district is one that received less than the state median amount of per pupil Title 1A funding.

Source: Authors’ analyses of University of New Hampshire survey of kindergarten teachers, spring 2024.
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