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Editor’s Introduction 
 

 
Firstly, Volume 50, Issue 2, presents six papers, including a pair of studies by Aoroaro Tamati and 
colleagues presenting, first, the development of culturally appropriate instruments that are then used in a 
10-month study of the development of positive behaviours among M ori preschoolers. I am particularly 
appreciative of the effort of those who reviewed this manuscript, given that it required commitment to 
evaluating each separately and as a pair. Continuing this developmental theme, this issue also includes 
Azeem and colleagues’ evaluation of the impact of reading age-appropriate books describing inter-race 
friendships. Continuing this 'evaluation' theme, Hayward and colleagues present a qualitative analysis of 
focus groups of young women following a sexual violence prevention workshop. Additionally, this issue 
includes a NZAVS-based longitudinal investigation of the stability of political preference based on more 
than 5,000 New Zealanders , and a test of a key theoretical claim derived from Thomas Joiner's 
Interpersonal Theory of Suicide by Mason and colleagues. This last is at least as important for results 
relating to that key theoretical claim, as it is for the finding that around a quarter of the convenience sample 
of university students meet the recommended criterion for clinical concern around suicidal ideation. What 
these all have in common is not that the University of Otago has close to colonised this issue of the 
Journal, but the significant amount of work that all of these projects represent.     
 
Secondly, we note the passing of two longstanding members of Aotearoa's psychology community - 
Emeritus Professor Jim Flynn and Emeritus Professor Tony Taylor. If readers have a glance through the 
archives of the NZJP available on the Society website, they'll see that Tony Taylor has contributed 
numerous times to these pages, and since the very first volume half a century ago.  
 
Finally, we renew our call for papers to be considered as part of our upcoming special issue on 
psychological perspectives on environment, climate and sustainability.  
 

CALL FOR PAPERS: Environment, climate and sustainability 
We invite submissions for an upcoming special issue of the New Zealand Journal of Psychology focused 
on environment, climate, and sustainability. 
 
We welcome contributions in the form of scholarly reviews, empirical research whether qualitative or 
quantitative in nature, commentaries relating to practice relevant to psychologists working Aotearoa New 
Zealand, and other relevant contributions. Contributions should be broadly relevant to the themes of 
environment, climate and sustainability, but more specific examples might include: 
• Psychological and behavioural aspects of people and nature 
• Ecological consequences of human actions 
• Perception of, and behavioural responses to, environmental risks and hazards 
• Māori and indigenous perspectives on the environment and it’s impacts 
• Effects of environment (and perception of the environment) on human cognition and health 
• Theories of environment-relevant behaviour, values, norms, attitudes, and personality 
• Psychology of sustainability and climate change 
• Psychological practice in the context of environment, climate and sustainability 
 
Special issue Editors are drawn from the New Zealand Psychological Society’s Climate Psychology Task 
Force and include Brian Dixon, Jackie Feather, Natasha Tassell-Matamua, and Marc Wilson. For further 
information about the Society’s Climate Change initiatives please visit the Society website. 
 
The deadline for submissions is ongoing, but likely to close by November 1st, 2021.  
 
Consistent with the imperative of the Journal, any submission must clearly articulate relevance in the 
context of Aotearoa New Zealand. Information about the Journal, and general author guidelines can be 
found here.  
 

 
Marc Wilson  

https://www.psychology.org.nz/public/climate-change
https://www.psychology.org.nz/members/professional-resources/new-zealand-journal-psychology
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A Test of the Three-Way Interaction of the Interpersonal Theory 
of Suicide in an Aotearoa New Zealand University Sample 

Andre Mason1, Benjamin C. Riordan2, Kyungho Jang1, Sunny C Collings3, and 
Damian Scarf1 

1Department of Psychology, University of Otago, Otago, New Zealand. 
2Centre for Alcohol Policy Research, School of Psychology and Public Health, La 

Trobe University, Melbourne, Australia 
3Faculty of Health, Victoria University, Wellington, New Zealand 

 
 
A central hypothesis of the Interpersonal Psychological Theory of Suicide is that thwarted 
belonging, perceived burdensomeness, and fearlessness about death interact to predict greater 
risk of suicide. The current study sought to address the limited research addressing this interaction 
within university students. Undergraduate students (n = 377) were invited to complete an online 
survey containing questions related to the study’s key concepts. No evidence was found to support 
the three-way interaction between thwarted belonging, perceived burdensomeness, and acquired 
capability for suicide, on suicidal behaviour. Further research is required to validate the 
Interpersonal Psychological Theory of Suicide among university students. 
 
Keywords:   Suicide; Interpersonal Psychological Theory of Suicide; Perceived Burdensomeness; 

Thwarted Belonging; Fearlessness about Death 
 

Introduction 
At its inception, Joiner’s Interpersonal Psychological 

Theory of Suicide (Joiner, 2005; Van Orden et al., 2010) 
was a unique approach to understanding suicide. In 
contrast to classical theories, Joiner proposed that both 
suicidal thoughts, and the capability to act on those 
thoughts, are necessary for a potentially lethal suicide 
attempt. As such, the factors that lead to the development 
of suicidal ideation were viewed as being distinct from 
those that facilitate the progression from ideation to 
attempt. This approach, now known as the ideation-to-
action framework (Klonsky & May, 2014), serves as the 
foundation for contemporary models of suicide.  

Broadly, the Interpersonal Psychological Theory of 
Suicide outlines three key components that contribute to 
an individual’s suicidal thoughts and behaviours; 
thwarted belonging, perceived burdensomeness, and 
acquired capability for suicide. The combination of 
thwarted belonging and perceived burdensomeness is 
thought to lead to the emergence of suicidal ideation. On 
their own, however, these feelings are unlikely to result in 
a lethal suicide attempt. Instead, Joiner argues that the 
progression to a potentially lethal suicide attempt is 
facilitated by an acquired capability for suicide; one 
aspect of which is an individual’s capacity to overcome 
the natural fear of death. Thus, subjective levels of low 
belonging, high burdensomeness, and high fearlessness 
about death are hypothesised as providing the conditions 
required for a suicide attempt. 

Despite evidence recognising university students as a 
vulnerable population for suicide throughout the world 
(Mortier et al., 2018), only two studies, both using 
American undergraduates, have demonstrated the three-
way interaction in a university student population (Becker 
et al., 2020; Davidson et al., 2010) . The current study 

seeks to replicate these earlier findings within Aotearoa 
New Zealand.  

Aotearoa New Zealand’s youth suicide rates are 
consistently identified as being the highest in the world 
(OECD, 2021). Annual provisional suicide statistics 
indicate that between July 2019 and June 2020, 119 youth 
aged between 15-24 died by suicide with the rate per 
100,000 being greater in males, relative to females. 
Furthermore, the rates of suicide for Māori were 1.68, 
2.86, and 2.56 times higher than those identifying as 
‘European and other’, Pacific peoples, and Asian 
(Ministry of Justice, 2020). Given the clear impact of 
ethnicity, and therefore, the likely impact of culture, it is 
important to determine whether the proposed interaction 
holds in other countries that may have a more culturally 
diverse population. 

Consideration regarding the influence of culture 
within the context of the Interpersonal Psychological 
Theory of Suicide is particularly important given that 
different cultures may have greater emphasis on core 
components within the model. For example, te ao Māori 
typically adopts a more holistic approach that 
acknowledges the inter-relatedness of all elements infused 
by mauri (life force). As such, the salience of concepts 
like thwarted belonging or perceived burdensomeness 
may be heightened for Māori, and, therefore, contribute to 
an elevated risk of suicide. The current study proposes to 
test the three-way interaction between thwarted 
belonging, perceived burdensomeness, and fearlessness 
about death in a general Aotearoa New Zealand university 
sample. In alignment with Becker et al. (2020), we 
hypothesise that the three-way interaction would predict 
significantly higher scores on a composite measure of 
suicide risk. 
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METHODS 
Participants 

Participants were 377 undergraduate psychology 
students enrolled at a New Zealand university. 
Participants ranged in age from 18–25 years (M=19.59, 
SD = 1.18) and predominantly identified as female (n = 
316, 83.8%; 60 males, 15.9%; 1 non-binary, 0.8%). The 
majority of the participants self-identified as New Zealand 
European (75.6%; n = 285); the remaining participants 
identified as New Zealand Māori (n = 20), Samoan (n = 
4), Cook Island Māori (n = 1), Tongan (n = 2), Chinese (n 
= 10), and Indian (n = 8). Forty-seven (12.5%) stated 
specific ethnicities which generally fell into Asian or 
European regions.  

 
Measures 
Thwarted Belonging & Perceived Burdensomeness: 

The 15-item Interpersonal Needs Questionnaire (INQ; 
Van Orden et al., 2012) measured participants’ sense of 
belonging and perceived burdensomeness. Participants 
were asked to respond to each item using a seven-point 
Likert scale (not at all true for me = 1 to very true for me 
= 7) with higher scores indicating higher levels of 
thwarted belonging and perceived burdensomeness 
(Cronbach’s αs = .88 (se = .01; 95% CI: .85-.90) and .93 
(se = .01, 95% CI: .90 - .94) for thwarted belonging and 
perceived burdensomeness, respectively). 
 

Fearlessness About Death: The Acquired Capability for 
Suicide Scale – Fearlessness About Death (ACSS-FAD; 
Ribeiro et al., 2014) contains seven-items rated on a five-
point scale (not at all like me = 0 to very much like me = 
4). Higher scores represent greater levels of fearlessness 
(Cronbach’s α = .80, se = .02, 95% CI: .77-.83). 
 

Suicide Risk: The Suicidal Behaviour Questionnaire-
Revised (SBQ-R; Osman et al., 2001) assesses four 
dimensions of suicidality (e.g. lifetime ideation/attempt) 

and responses can be used to identify at-risk participants 
with high sensitivity (93%) and specificity (95%; Osman 
et al., 2001). Higher scores indicate greater levels of 
suicide risk (Cronbach’s α = .83, se = .02, 95% CI: .79 - 
.86). SBQ-R is the most commonly used composite 
measure of suicidality (Chu et al., 2017). 

 

Depression: The seven-item depression subscale of the 
Depression Anxiety Stress Scales-21 (Lovibond & 
Lovibond, 1995) assessed depressive symptoms, rated on 
a four-point likert scale (never = 0 to almost always = 3). 
Higher scores indicate greater depressive symptoms 
(Cronbach’s α = .89, se = .01, 95% CI: .87 - .91). 

  
Procedure 

This study was approved by the University of Otago 
Ethics Committee (H20/029) and the hypotheses were 
pre-registered with the Open Science Framework 
(https://osf.io/cj2mr/). Undergraduate psychology 
students were invited to participate for course credit. 
Students who expressed interest in taking part were 
emailed about the study and, if they chose to participate, 
were asked to complete a brief online survey through 
Qualtrics. Electronic consent was obtained, and every 
student was given the contact details for the research 
team, a student health facility, and emergency psychiatric 
services, in addition to a list of other support services and 
telephone helplines.  

ID numbers were obtained for the purposes of being 
able to identify students who may be a risk to themselves. 
If a student met this threshold, the study PI searched the 
student’s ID number within the university database to 
associate with the name and email address of the student 
(this could only be done by the PI). It is important to 
emphasize that students were only identified if they 
indicated high levels of possible risk and this was clearly 
articulated to the students within the information sheets. 

https://osf.io/cj2mr/
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Power Analysis and Analytic Strategy 
A simulation based on previous findings by Becker et 

al. (2020) was used to estimate sample size required to 
detect the three-way interaction between perceived 
burdensomeness, thwarted belonging, and fearlessness 
about death (estimated effect size = .07) on suicide risk. 
The target was at least 80% power. All analyses were 
conducted using R (version 4.0.0; R Core Team, 2020). 
The simulation revealed that a minimum sample size of n 
= 143 would yield >80% power while a minimum sample 
size of n = 333 would yield >99% power. 

Initially, descriptive data and Pearson’s correlations 
were calculated using the psych (Revelle, 2018), MBESS 
(Kelley, 2020) and Hmisc (Harrell Jr, 2020) packages in 
R (version 4.0.0; R Core Team, 2020). Multiple linear 
regression using R’s lm.beta package (Behrendt, 2014) 

was then used to test the three-way interaction between 
perceived burdensomeness, thwarted belonging, and 
fearlessness about death, on suicidal risk. 

 
RESULTS 

Preliminary Data Analyses    
Descriptive data and Spearman’s correlations were 

calculated using the psych (Revelle, 2018) and Hmisc 
(Harrell Jr, 2020) packages in R (version 4.0.0; R Core 
Team, 2020). With the exception of age (kurtosis = 4.93) 
and perceived burdensomeness (4.26), all data were 
within acceptable limits of skew (<2.0) and kurtosis (< 
4.0). Based on the cut-off scores for the SBQ-R total 
score, as outlined by Osman et al (2001), 100 (26.5%) of 
students met the threshold for ‘at-risk’ of suicide; this 
proportion is somewhat comparable to Robinson et al., 
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(2021) who found that in a large New Zealand adolescent 
sample, 19.3% met the clinical cut-off. Furthermore, the 
observed mean (7.32, SD = 3.54) is comparable to that 
observed by Becker et al. (2020) in an American 
university sample (M = 5.17; SD = 2.82).  

Additionally, the mean scores recorded on the 
depressive subscale of the DASS-21 (M = 9.11, SD = 
8.47) correspond to the upper bounds of the “normal” 
range; 151 (25%) of students met the threshold for 
moderate depression or higher (Lovibond & Lovibond, 
1995). Neither age, gender, nor ethnicity were 
significantly correlated with suicide risk and were not 
considered further. As shown in Table 1, moderate to 
strong correlations were found among depression, 
thwarted Robinson et al. (2021) belonging, perceived 
burdensomeness, and suicidal risk. Additionally, 
fearlessness about death was weakly correlated with 
suicide risk.  
 
Primary Data Analyses   

Multiple linear regression using R’s lm.beta package 
(Behrendt, 2014) was used to test the three-way 
interaction between perceived burdensomeness, thwarted 
belonging, and fearlessness about death, on suicidal risk. 
Given its significant relationship with suicide risk, 
depressive symptoms were also included in this model. 
Only depressive symptoms significantly predict suicidal 
risk; there was no evidence for the presence of a three-
way interaction (see Table 2). Furthermore, no effects 
emerged when depression was removed from the model 
(see Table 3). 

 

DISCUSSION 
In the current study, we found no evidence for a three-

way interaction between thwarted belonging, perceived 
burdensomeness, and fearlessness about death on suicidal 
behaviour in Aotearoa New Zealand undergraduates. 
Although the interaction is a core tenet of the 
Interpersonal Psychological Theory of Suicide (Joiner, 
2005; Van Orden et al., 2010), there is limited evidence 
regarding this interaction within university student 
populations outside of the US. Given evidence that cites 
country-specific contextual factors as a possible limitation 
for global multi-level interventions for suicide (Collings 
et al., 2018) and recognises students worldwide as a 
vulnerable population (Mortier et al., 2018), our failure to 

replicate earlier results suggests more work is needed in 
this area. It is imperative, therefore, that research 
continues to empirically evaluate theoretical models of 
suicide in different populations and cultural contexts, 
especially given the over-representation of Māori within 
New Zealand’s suicide statistics 

As noted above, our findings are consistent with a 
growing body of literature demonstrating that the 
interactions within the Interpersonal Psychological 
Theory of Suicide are somewhat tenuous (Chu et al., 
2017; Ma et al., 2016). For example, in their systematic 
review, Ma et al. (2016) reported that only three of seven 
studies displayed a significant three-way interaction 
between thwarted belonging, perceived burdensomeness, 
and fearlessness about death. Moreover, only one of these 
studies examined university students.  

The primary limitation of the current study is its cross-
sectional nature, which limits possibilities for causal or 
temporal inferences. To address this, future studies could 
employ a longitudinal design similar to Forkmann et al. 
(2020). Additionally, while the current study is, to our 
knowledge, the first to explore the interactions within the 
Interpersonal Psychological Theory of Suicide in an 
Aotearoa New Zealand university context, it is important 
to note that our findings relate to undergraduate 
psychology students at a single New Zealand university, 
most of whom were female. Although psychology 
students are drawn from a number of different majors and 
degrees, and is one of the most popular courses at the host 
university, the homogeneity of the present sample limits 
our ability to comment on possible risk and protective 
factors for suicidal thoughts and behaviours, particularly 
for those who are most at risk (i.e. males, particularly male 
Māori youth). Further research that specifically recruits 
students from a more diverse range of genders, cultures, 
and academic study as well as from different universities 
within New Zealand is required, therefore, to advance our 
understanding in this area.  Such scholarship would 
increase our understanding of factors that may lead to the 
emergence of suicidal thoughts and behaviours, which, in 
turn, may help to improve intervention and prevention 
strategies for suicide in Aotearoa New Zealand. 
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Like in many multiparty contexts, questions remain about the nature of stability and change in New 
Zealanders’ partisanship. Here, we add to the literature by systematically analysing the stability 
and change in party support and voting using a large longitudinal national probability sample of 
New Zealand adults (Ns = 5,449–9,845). Support (measured from strongly oppose to strongly 
support) for two major and two minor parties was generally stable over two-year (.58-.84) and five-
year (.51-.77) test-retest periods. Political identity centrality moderated this association such that 
party support was more stable among those whose political beliefs were central to their sense of 
self. Markov models identified relatively stable voting patterns for major parties (National and 
Labour), with low probabilities of switching between these parties at elections in 2014 (.04-.07) and 
2017 (.04 -.12). These results suggest support for political parties (measured via behaviour and 
attitudes) is generally stable in New Zealand. 
 
Keywords:   Partisanship, Political Identity, Party Support, Voting Stability, Multiparty Systems 
 

Introduction 
Political parties have long received attention for their 

role in shaping voters’ political attitudes and voting 
behaviour. In their seminal work on the topic, Campbell, 
Converse, Miller, and Stokes (1960) documented that 
political partisanship was an enduring and rigid 
psychological attachment to a political party that shapes 
political behaviour. Such a conception has led many to 
characterise party identification as an “unmoved mover” 
(e.g., see Green & Palmquist, 1990)—and for good 
reason. Party identification in the United States (U.S.) is 
highly stable over time (Green & Palmquist, 1994; Green, 
Palmquist, & Schickler, 2002). This feature of 
partisanship helps to explain its capacity to shape both 
policy preferences (Carsey & Layman, 2006) and political 
values (Goren, Federico, & Kittilson, 2009). 

Despite the important outcomes of stable political 
partisanship, there has been only limited focus on its 
stability in New Zealand. Indeed, questions over the 
stability of party attitudes within multiparty systems have 
persisted over the years (e.g., see Green et al. 2002; 
Johnston 2006; Thomassen & Rosema, 2009). Whereas 
identification with one party in two-party systems like the 
U.S. is generally associated with low or no identification 
with the other party (Schickler & Green, 1997), citizens 
of multiparty systems may identify with more than one 
party (Green et al., 2002; Schickler & Green, 1997). 
Multiple parties may also adopt similar ideological 
stances (Johnston 2006), thereby obscuring differences 
between political platforms. For example, support for one 
party may be readily relinquished in favour of another 
when ideological disagreements arise in multiparty 
systems because there are viable, ideologically similar, 
substitutes. Alternatively, citizens may express greater 
stability in their party preferences if more nuanced 
ideological differences between parties make it easier for 
voters to find the ‘best fitting’ party.  

In this study, we aim to provide insights into the 
stability of New Zealanders’ political party support across 

the adult lifespan. Using a large longitudinal national 
probability sample, we examine the stability of party 
support (i.e., an attitudinal indicator of partisanship) 
across two- and five-year periods, and also investigate the 
hypothesis that political identity centrality (i.e., how 
important one’s political beliefs are to their sense of self) 
moderates these stability estimates. To complement these 
analyses, we then examine stability and change in party 
votes (i.e., behavioural indicators of partisanship) across 
three successive national elections (2011, 2014, and 2017) 
over the same period. In doing so, our analyses increase 
understanding of the stability and centrality of party 
attitudes of New Zealanders, as well as voters in other 
multiparty systems. 

 

Partisan stability in New Zealand and other 
multiparty systems 

Partisanship in the United States is often assessed via 
party identification—that is, how strongly one identifies 
with a given political party (see Campbell et al., 1960). 
Yet limitations and issues with using party identification 
as a measure of partisanship have long been noted (e.g. 
Thomassen & Rosema, 2009). For example, difficulties in 
translating the concept of identity, and adapting the 
question wording for different parties has resulted in what 
Johnston (2006) refers to as a “measurement swamp” in 
the cross-national literature. The original measure also 
does not account for identification with multiple parties, 
which is more common in multiparty systems (see Green 
et al., 2002; Schickler & Green, 1997; Weisberg, 1980), 
or ‘negative partisanship’ based on dislike of parties (e.g., 
Caruana, McGregor, & Stephenson, 2015; Mayer, 2017; 
Rose & Misher, 1998).  

Research on the stability of party attitudes in 
multiparty systems has consequently utilized inconsistent 
measures and produced disparate results. For example, 
Kuhn (2009) found low levels of stability in voting 
intentions using Swiss Household Panel data from 1999-
2007, as only 18% of respondents reported voting for the 
same party in each wave (although a further 27% stated 
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either the same party preference or no preference across 
waves). Schmitt-Beck, Weick, and Christoph (2006) also 
assessed party identification over an extended period 
(1984-2001) in a German panel study. They found that 
only around 24% of respondents remained committed to 
the same party in every wave, casting doubt on the long-
term stability of partisanship in multiparty systems. 
However, Schmitt-Beck et al. also noted that most of the 
instability in party identification occurred due to 
movement to-and-from the same party and identification 
as an “independent” voter. In other words, respondents 
were unlikely to switch between different parties, but 
rather, varied in the constancy in which they identified 
with a single party over time. 

Using a unique scale assessing social identification 
with political parties, Huddy, Bankert, and Davies (2018) 
found evidence of stability in the strength of people’s 
partisan identity in a multiparty system using data from 
the British Election Study. Their standardized estimates of 
stability ranged from .24 (over a period of 18 months) to 
.79 (over a period of 6 months), and were somewhat 
higher among Conservative (vs. Labour) Party identifiers. 
Others have found even stronger evidence of the stability 
of party attitudes in multiparty systems. For example, 
Richardson (1991) found the stability of party 
identification in Britain, the Netherlands, and West 
Germany to range between r = .66 – .79 over one to three 
years. Similarly, Schickler and Green (1997) found that 
party identification was highly stable in Britain, Germany, 
and Canada, reaching stability estimates comparable to 
the U.S. Using dummy-coded variables indicating 
whether or not a respondent most strongly identified with 
a given party, they found R2 values generally greater than 
.83 over periods ranging from 5 months to 4 years. Thus, 
some studies suggest that partisanship can indeed be 
highly stable in multiparty contexts. 

In New Zealand, extant research on partisan stability 
is scarce, and mostly predates the 1996 shift to mixed-
member proportional (MMP) representation, which 
ushered in a viable multiparty political era (see Vowles, 
2005). Dalton and Weldon (2007) identified similar rates 
of feeling close to a party in New Zealand (56.3%) 
compared to the U.S. (57%) between 1996 – 2000, 
suggesting similar rates of partisanship. Lamare (1984) 
also found that party identification nullifies the impact 
evaluations of policies, political issues, and party 
candidates have on vote choice. Yet, other studies suggest 
party identification may not translate to stable partisan 
behaviours over time. Aimer (1989) adapted the party 
identification scale for the New Zealand context and 
found high rates (86%) of identification during the 1987 
election. Identification also corresponded closely to vote 
choice (79% rate of matching), yet only 54% - 66% of 
Labour and National Party identifiers repeatedly voted for 
their party across three successive elections. Leithner 
(1997) also found generally low rates (roughly 60%) of 
loyal voting for the National and Labour parties from 
1935 – 1987. More recently, Vowles (2016) identified a 
decline in the percentage of New Zealanders reporting 
strong or close party identification since 2005, which was 
just below 40% in 2014. Vowles’ data also showed a 
general increase in voter volatility from 1972-2014, with 

around 40% of NZES participants switching their vote 
(between parties or to-and-from abstention) in 2014. 

Although multiparty systems possess unique qualities 
that may influence stability (i.e., more parties and 
potentially greater ideological diversity), these factors can 
vary across contexts. Indeed, this may help to explain the 
variability in stability estimates found across studies. 
Analysing data from the Comparative Study of Electoral 
Systems, Dassonneville, Blais, and Dejaeghere (2015) 
showed that the effective number of parties in a system 
moderates the volatility in party votes. Switching votes 
between parties occurred more often in systems with a 
greater number of parties regardless of how much 
participants liked the party for which they had previously 
voted (although the number of parties made no difference 
when participants expressed strong dislike for the party 
for which they previously voted). Given the effective 
number of parties in New Zealand has been relatively 
lower and more stable in recent years (i.e., 3.3 – 2.9 in 
2014 and 2017 respectively, Vowles, 2018), this may 
suggest relatively high levels of stability in party support 
and voting behaviour during the period examined here. 

Other factors may also hint at higher levels of stability. 
For example, partisanship tends to be more prevalent in 
older systems and is fostered through parental 
socialization (Dalton & Weldon, 2007). New Zealand’s 
two main political parties (National and Labour) are 
longstanding in the political landscape (having been 
established over 85 years ago), which may increase the 
odds of inter-generational transferal of party preferences. 
New Zealand’s parties are also reasonably well 
ideologically polarized (Dalton, 2008), which may make 
it easier for New Zealanders to perceive differences 
between parties and, therefore, maintain support and 
voting for a given party. Thus, several factors in 
multiparty contexts may shape partisanship and the 
stability of party attitudes and behaviour, and these factors 
may point toward relatively high stability in New Zealand. 

 

Overview of the present study 
We contribute to the literature by examining the 

stability of political party support across the adult lifespan 
for four main political parties in New Zealand: The 
National Party, the Labour Party, the Greens, and New 
Zealand (NZ) First. The centre-right National Party (in 
government from 2008 – 2017) and the centre-left Labour 
Party are the two major parties in New Zealand that 
traditionally receive the most support during general 
elections (e.g., the parties received 44.45% and 36.89% of 
the vote in 2017, respectively). The Greens (6.27% of the 
2017 vote), in contrast, are an environmentally focused 
minor party who also advocate for greater societal 
equality, and often work closely with the Labour Party. 
Finally, NZ First (7.20% of the 2017 vote) tends to 
combine populist sentiment with nationalism (e.g., 
promoting restrictions to immigration), yet progressively 
advocate for senior citizens. In this sense, NZ First 
inconsistently aligns with the left and the right, and has 
formed governments with both National and Labour (see 
Vowles, 2018). 

Although party identification is most commonly used 
to assess partisanship, notions of party support are widely 
used in its description. For example, Bartle and Belluci 
(2009) define partisanship as “a long-term tendency to 
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support one party rather than another” (p. 1), whereas 
Petrocik (2009) asserts that “it represents an expression of 
support that influences behavior and other party-related 
attitudes and assessments.” (p. 564). As such, we use 
ratings of support for each party (ranging from strongly 
support to strongly oppose) as an attitudinal indicator of 
partisanship. Indeed, measures of party support are useful 
in that they allow for both negative partisanship (i.e., 
partisanship defined by opposition toward parties; 
Caruana et al., 2015) and the presence of simultaneous 
support for multiple parties. We then assess the stability 
of party vote as a behavioural indicator of partisanship 
(see Bartels, 2000, for the strong association between 
partisanship and voting in the U.S.) and, crucially, 
whether party support predicts future party vote while 
adjusting for the effect of prior party vote. 

Research has demonstrated the utility of party support 
measures to examine partisanship in New Zealand. 
Highlighting the presence of multiple party commitments, 
Greaves et al. (2015) conducted a latent profile analysis of 
party support ratings and found that, whereas 14% of the 
sample exclusively supported the Labour Party, a further 
16.4% supported both the Labour Party and the Greens. 
Moreover, Satherley, Yogeeswaran, Osborne, and Sibley 
(2018) showed that party support was predictive of party-
consistent attitude change at the 2016 flag change 
referendums, suggesting partisanship is highly central to 
New Zealanders. Thus, by examining the stability of 
explicit measures of party support for the first time, our 
analyses provide further insight into their utility in 
assessing partisanship in multiparty contexts. Whereas 
most past research in New Zealand has examined 
aggregated indices of partisan stability (for example, 
examining overall net volatility in voting; see, e.g., 
Leithner, 1997; Vowles, 2016), our analyses also provide 
a more systematic party-by-party examination of stability 
including specific patterns of party vote change (i.e., the 
probabilities of shifting between specific parties, or to-
and-from abstention), as well as moderators of these 
effects, over time. 

Although we generally expected people’s party 
support to be stable over time, the amount of stability 
should vary depending on the party examined. Indeed, 
past research has found that preferences for minor (versus 
major) parties are more susceptible to change (Kuhn 2009; 
Richardson 1991; Schmitt-Beck et al. 2006). Kuhn (2009) 
argues that the decline in stability for minor parties results 
from their relatively low power and that support for minor 
parties tends to fluctuate in relation to particularly salient 
topics. Greater hostility between ideologically adjacent 
parties may also promote more out-party negativity 
among supporters of those parties (Richardson, 1991). 
Preliminary analyses in New Zealand seem to support this 
notion. Greaves, Osborne, Sengupta, Milojev, and Sibley 
(2014) showed that support for the two major parties 
(namely, the National Party and the Labour Party) was 
more stable than support for the minor parties (including 
the Greens), albeit over only a one-year period (i.e., 2009-
2010). As such, we expected support for NZ First and the 
Greens to be less stable than support for the National Party 
and the Labour Party. In terms of voting behaviour, New 
Zealand voters may cast strategic votes between their 
favoured parties based on their anticipated electoral 

outcome (Bowler, Karp, & Donovan, 2010). This may 
lead to lower impressions of stability when assessing party 
votes over time, particularly for concurrent Labour and 
Green party supporters who may switch their party vote 
between these parties more often. 

We also consider nuances in the stability of party 
support. The instrumental approach to partisanship (i.e., 
partisanship as reflecting a ‘running tally’ of party 
evaluations; Fiorina, 1981) generally explains stability in 
terms of enduring expectations about political parties 
(e.g., Franklin & Jackson, 1983). Yet high stability of 
partisanship is specifically hypothesised by expressive 
approaches to partisanship (i.e., partisanship as a deep 
psychological attachment to a party; Campbell et al., 
1960), which argue that the motivated defence of partisan 
identities foster party-congruent perceptions and attitudes 
(rather than vice versa; see Bolsen, Druckman, & Cook, 
2014). As such, we examined political identity centrality 
as a moderator of party support and hypothesized that, 
although party support should generally be stable, those 
who report higher identity centrality (i.e., those who 
consider their political beliefs to be more important to 
their sense of self) should have more stable levels of 
support. Finally, we also account for age differences in the 
stability of support in our models, given that the stability 
of partisanship increases with age (e.g., Green et al., 2002; 
Sears & Funk, 1999; Stoker & Jennings, 2008). Thus, we 
generally expected higher levels of stability in older age. 
 

METHODS 
Sampling Procedure 

We used data from Time 4 (2012), Time 6 (2014) and 
Time 9 (2017) of the NZAVS, a national probability 
longitudinal panel study of New Zealand adults sampled 
from the New Zealand electoral roll. The Time 4 NZAVS 
consisted of 12,179 participants, 5,107 of whom were 
obtained through booster sampling and were completing 
the survey for the first time. The Time 6 NZAVS 
consisted of 15,820 participants, 9,075 of whom had 
completed Time 4 (a retention rate of 74.5% of the Time 
4 sample). Finally, the Time 9 (2017) NZAVS consisted 
of 17,072 participants, with 6,776 participants retained 
from the Time 4 sample (a 3-year retention rate of 55.6%). 
For each wave, participants received a postal copy of the 
questionnaire and also had the opportunity to complete the 
questionnaire online. Participants could also enter a prize 
draw for grocery vouchers for participation. Non-
respondents received multiple reminders to complete the 
study through phone and email.  

Data collection for each wave spanned approximately 
one year, with Time 4 collection running from 19.09.2012 
– 16.09.2013, Time 6 from 21.10.2014 – 19.08.2015, and 
Time 9 from 13.08.2017 – 17.06.2018. Thus, we refer to 
each wave according to when data collection began (2012, 
2014, and 2017 respectively). Note that the Time 4 (2012) 
wave assesses participants’ party support in 2012/13, as 
well as their retrospective party vote from the 2011 
election (we opted to use the Time 4/2012 wave, rather 
than the Time 3/2011 wave, as NZ First support was not 
assessed in the Time 3 questionnaire). 
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Participants 
Participants who completed the 2012 and 2014 waves 

of the NZAVS had a mean age of 50.71 years (SD = 14.56, 
range = 18 – 93) in 2012, and 63% of the sample were 
women. Participants were able to report more than one 
ethnicity, with 89% of the sample reporting New Zealand 
European, 14% Maori, 4% Asian, and 4% Pacific. Finally, 
41% of the sample were religious, 72% were employed, 
and 80% were born in New Zealand. 

Participants who completed the 2012 and 2017 waves 
of the NZAVS had a mean age of 51.24 years (SD = 14.35, 
range = 18 – 93) in 2012, and 63% of the sample were 
women. Participants were able to report more than one 
ethnicity, with 91% of the sample reporting New Zealand 
European, 12% Maori, 4% Asian, and 3% Pacific. Finally, 
40% of the sample were religious, 73% were employed, 
and 80% were born in New Zealand. 

 
Measures 

To assess support for the National Party, Labour Party, 
Green Party, and NZ First, participants were asked to 
“Please rate how strongly you oppose or support each of 
the following political parties”, on a scale from 1 (strongly 
oppose) to 7 (strongly support). These items were asked 
in 2012, 2014, and 2017. Voting behaviour was assessed 
with the item “Did you vote in the New Zealand election 
in 2014 (2017)” (yes/no) for the Time 6 and Time 9 
NZAVS, and “Did you vote in the last (2011) New 
Zealand general election?” (yes/no) in the Time 4 
NZAVS, followed by, “If yes, to which party did you give 
your party vote?” (open-ended). Political identity 
centrality was measured with the item, “How important 
are your political beliefs to how you see yourself?” (1 = 
not important, 7 = very important) in both 2014 and 2017.  

  
Model Estimation 

To estimate the rank-order stability of party support, 
we ran a series of models regressing party support in 2014 
(for the 2-year estimates) and 2017 (for the 5-year 
estimates) on the same attitude measured in 2012. These 
analyses adjusted for the main effect of age (including 
quadratic and cubic components) and gender measured in 
2012, as well as the main effect of identity centrality as 
measured in either 2014 or 2017 (as this variable was not 
included in the 2012 wave of the NZAVS). For these 
analyses, age was scaled by a factor of 10, and age, party 
support, and political identity centrality were mean-

 
1 We took this approach to adjust for the positive 
association between age and partisan stability identified in 
prior research. Because we were not testing for specific 
hypotheses relating to age (except that stability would 
generally be higher in older age), we tested for cubic and 
quadratic terms in an exploratory manner to account for 
potential non-linear trends. Gender interactions were also 
included, as the NZAVS tends to over-represent women in 
particular. 
2 As with any analysis of this nature, it is worth noting that 
our samples may contain bias that influence our stability 
estimates (such as, for example, overestimating stability 
among a sample that is more interested in their political 
attitudes, and committed to completing surveys over time). 
Analyses by Sibley et al. (2017) indicate, relative to another 
major election polling source, the NZAVS does well at 

centred. We further included gender by party support and 
political identity centrality by party support interaction 
terms, and interaction terms between party support and 
linear, quadratic, and cubic terms for age. Non-significant 
higher-order interactions for age were dropped from the 
model until either a higher-order interaction was 
significant, or only the linear age interaction term 
remained (regardless of whether or not it was significant; 
for similar analytical approaches examining human values 
and personality traits, see Milfont, Milojev, & Sibley 2016 
and Milojev & Sibley, 2014, respectively).1  

The resulting models allowed us to estimate the simple 
slope for party support (i.e., the stability coefficient) at 
each age from 18 – 80 based on the standardized 
regression terms, as well as at high and low levels of 
political identity centrality. Although participants’ ages 
ranged to 93 in our analyses, we calculated point estimates 
for ages up to 80 years because sample sizes were 
increasingly small at the tail end of the distribution (i.e., 
less than 1% of the sample was over the age of 80). As 
such, estimates beyond 80 years of age would have 
increasingly large standard errors. 

 
 

RESULTS 
Rank-order stability estimates 

Table 1 displays correlations between measures across 
each wave examined. The standardized parameters for the 
formal regression models assessing the stability of party 
support are displayed in Tables 2-5. National Party 
support exhibited the highest stability over both the 2-year 
and 5-year test-retest periods (.84 and .77, respectively), 
which reflects the party’s status as the most electorally 
successful party over the period examined. Labour and 
Green party support displayed comparable levels of 
stability over the 2-year test-retest period (.71 and .72, 
respectively), and the 5-year period (.65 and .68, 
respectively). Although Labour support could be expected 
to be more stable given its major party status, these 
findings capture the relatively lower levels of electoral 
success for the Labour Party over the 5-year period 
compared to National. Consistent with our hypothesis, NZ 
First support was the least stable over time. In short, 
support for political parties tended to be highly stable over 
time, with some variation depending on major vs. minor 
party status.2 

 

tracking party support over time. Yet the study does tend to 
over-estimate Green party support, and slightly 
underestimate Labour Party support. However, around 7% 
of the sample for our 5-year stability estimates provided the 
minimum rating of political identity centrality, with a mean 
at about the mid-point of the scale, suggesting our sample is 
not notably biased towards those with an interest in politics. 
In this sense, because the NZAVS is an omnibus study that 
assesses a range of psychological variables, it may be less 
prone to over-sampling the politically engaged than a survey 
with explicit ties to political beliefs. Application of sample 
weighting based on gender, ethnicity, and region also had 
minimal effects on our standardized stability estimates (with 
some slightly decreasing, and others slightly increasing). 
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Notably, the stability estimates of party support were 
significantly moderated by political identity centrality, 
except for the stability of NZ First support over the 5-year 
test-retest period. Table 6 displays the stability estimates 
for party support across each period solved at high and 
low levels of identity centrality based on the models 
presented in Tables 2-5. Over the two-year period, moving 
from low to high identity centrality produced a .05 - .15 
increase in party support stability across the parties. Over 
the five-year period, stability estimates of party support 
among those with high identity centrality were between 
.13 to .16 units higher than at low levels of centrality. 
These results are consistent with the expressive approach 
of partisanship, which emphasizes stability as a product of 
strong social identities.  

Results also revealed age differences in the stability of 
party support for most parties. Figure 1 displays the 
trajectory of 5-year support stability across the lifespan for 
each party, with different age functions observed for each 
party. In terms of the major parties, Labour Party support 
generally increased in stability with older age, but 
National Party support decreased in younger age, before 
increasing again between roughly ages 36 – 60, and 
decreasing thereafter. Although we expected party 
support for these parties to generally increase with age, 
the cubic function of National Party support stability was 

only marginally significant given our sample size (i.e., p 
= .042) for the 5-year period, and the function was more 
consistent with expectations over the 2-year period (i.e., 
stability increasing with age, albeit at a decreasing rate). 
In terms of the minor parties, age did not moderate the 
stability of Green party support, whereas a cubic function 
was identified for NZ First support. Specifically, the 
stability of party support for NZ First was low amongst 
the young, increased to a plateau in mid-life, and 
increased further amongst the oldest in our sample. This 
pattern seems consistent with NZ First’s role in New 
Zealand politics as a relatively less salient party that tends 
to advocate for senior citizens’ rights. 

 

Markov Models of vote stability and switching 
To examine whether test-retest stability estimates of 

party support aligned with the stability of voting 
behaviour, we utilized Markov Modelling to investigate 
the patterns of stability and change in respondents’ 
reported party vote across three national elections (2011 
and 2014, both of which the National Party was elected 
into government, and 2017, where the Labour Party 
formed a government). For these analyses, we categorized 
party votes into four major categories: ‘National Party’, 
‘Labour Party’, ‘minor party’, or ‘no vote’ in the election. 
Minor party votes were predominantly for the Green party 
(11.8-16.8% of the sample across the years) relative to NZ 
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First (3.3-5.1%) or other party (5.1-6.3%) votes. National 
and Labour Party voters comprised 35-40.5% and 20.8-
33.9% of the sample across the years, respectively. Those 
explicitly indicating that they did not vote made up 5.2-
7.9% of valid responses across the years, while people 
who indicated that they were unsure or did not report who 
they voted for (3.9-6.1% of valid responses) were 
excluded from these analyses. 

Figure 2 displays the results of a Markov Model 
estimating vote transitions across the 2011, 2014, and 
2017 elections without covariates. Consistent with the 
results for the stability of party support, voting for the 
National Party tended to be most stable over time. The 
stability of voting for the Labour Party tended to be 
somewhat lower across the 2011 – 2014 elections, but was 
highly stable from 2014 – 2017. Across both election 
cycles, the probability of switching votes between these 

two major parties was very low, ranging from .04 (Labour 
voters becoming National voters in 2017) and .12 
(National voters becoming Labour voters in 2017). 
Consistent with past research showing that some New 
Zealanders solely support Labour, whereas others support 
both Labour and the Green Party (Greaves et al, 2014), the 
highest probabilities for vote switching occurred to-and-
from the Labour Party and minor parties (predominantly 
Green Party voters). 

New Zealanders can strongly support multiple parties, 
particularly Labour and the Greens (Greaves et al., 2015), 
and may also engage in strategic voting based on their 
perceptions of party performance (Bowler et al., 2010). 
Thus, we ran two additional models that included support 
for the National Party and Labour Party as covariates (see 
Tables 7 and 8). These models reveal whether a) party 
support is distinct from, and not simply a restatement of,  
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party voting, and b) whether participants vote party 
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voting, and b) whether participants vote strategically, 
where supporters of a given party (Labour) may 
nonetheless demonstrate high probabilities of voting for 
minor parties (e.g., the Greens) when Labour performs 
poorly (or vice versa).  

Consistent with our expectations, party support 
significantly predicted future voting behaviour, even 
when accounting for prior party vote. The probabilities of 
stable voting vs. vote switching across elections are 
displayed in Figure 3 (solved at maximal support for the 
National Party and mean support for the Labour Party) 
and Figure 4 (maximal support for the Labour Party and 
mean support for the National Party). Compared to the 
model without party support covariates, these models 
demonstrate that consistent party voting across elections 
was even more probable among voters strongly supportive 
of the National or Labour Party. Moreover, people who 
were strongly supportive of National or Labour who (for 
whatever reason) did not vote for these parties in a prior 
election had very high probabilities of returning their vote 
to their strongly supported party in the following election.  

Findings were, however, slightly more nuanced for 
strong Labour supporters. Strong Labour Party supporters 
who voted for Labour in 2011 had a reasonably high 
probability (.201) of voting for a minor party (e.g., the 
Greens) in 2014, whereas strong Labour supporters who 
voted for a minor party were likely to maintain a minor 
party vote in 2014. Yet, in 2017, when the Labour Party 
gained momentum under Jacinda Ardern’s leadership, 
strong Labour supporters who voted for a minor party in 
2014 had a .50 probability of voting for Labour in 2017, 
while strong Labour supporters who voted Labour in 2014 
were only about one third as likely to switch to a minor 
party vote in 2017 compared to the same probability of 
switching from 2011 – 2014. These results are consistent 
with the presence of voters who are highly supportive of 
both the Labour and Green parties, and seem to reflect an 
element of strategic voting (such that these voters will 
switch their votes between the two parties, depending on 
perceived party performance). 
 

DISCUSSION 
Stability is considered a crucial aspect of partisanship 

that indicates a commitment to a party, rather than a 
fleeting judgement. It implies citizens remain committed 
even in the face of undesirable performance or policies, 
yet its presence in multiparty systems has remained in 
question. In this study, we assessed the stability of party 
support and voting as attitudinal and behavioural 
indicators of partisanship in New Zealand, where stability 
has not been systematically analysed in recent years. By 
examining party support, we also provide useful 
information on an attitudinal measure that can 
accommodate the presence of multiple party 
commitments, as well as both ‘negative’ and ‘positive’ 
partisanship in multiparty systems. We used a 
longitudinal national probability sample of New Zealand 
adults to assess the 2 and 5-year stability of party support 
(attitudinal partisanship), and the stability of party voting 
(behavioural partisanship) between three national 
elections from 2011 – 2017. The results demonstrated 
high levels of stability in New Zealanders’ support for 
both major and minor parties over 2-year (.58 - .84) and 

5-year (.51 - .77) test-retest periods. Moreover, stability 
estimates were generally higher among participants who 
indicated that their political beliefs were important to their 
sense of self (.61 - .89 for the 2-year period, and .51 - .85 
for the 5-year period). Finally, generally high levels of 
stable party voting between national elections were 
observed (consistent party vote probabilities of .66 - .83). 

To place these estimates within context, the stability 
of support for major parties in particular does not stray far 
from the 2-year test-retest estimates demonstrated by Big-
Six personality traits, which are generally considered 
highly stable over time (i.e., .73 - .92; Milojev & Sibley, 
2014). In contrast, the stability of party support generally 
exceeded the 3-year test-retest estimates of Schwartz 
values (.55 - .60; see Milfont, Milojev, & Sibley, 2016; 
note that these papers used the same modelling method 
used here). These results therefore demonstrate that party 
support, at least in New Zealand, reflects stable and 
meaningful attitudes toward political parties. Support also 
represents more than a restatement of voting behaviour, as 
party support predicts future voting behaviour while 
adjusting for prior vote. This is particularly consequential 
when considering the sway political parties can have on 
citizens’ attitudes. Highly stable support for parties, 
particularly among those whose identities are invested in 
politics, might indicate greater susceptibility to follow the 
party position on political issues. Such effects have 
already been demonstrated in New Zealand (see Satherley 
et al., 2018; Satherley, Osborne, & Sibley, 2019), thus 
reinforcing the view that partisanship can have 
detrimental effects, beyond the U.S. 

Our findings also reveal nuances in the stability of 
partisan attitudes in multiparty systems in general. 
Consistent with our hypothesis and past research (e.g. 
Kuhn, 2009; Richardson, 1991), support for major parties 
was generally more stable than support for minor parties. 
Yet, our results also suggest the presence of multiple party 
commitments (e.g., Greaves et al., 2015), which may lead 
to lower attitudinal, and particularly behavioural (i.e. 
voting), partisan stability in multiparty systems. Our 
results demonstrate that strong Labour supporters 
maintained reasonably high probabilities of switching 
their vote to a minor party (most likely the Greens) in 
2014, when Labour was performing relatively poorly, 
compared to 2017, when Labour’s popularity soared 
under Jacinda Ardern’s leadership. This is broadly 
consistent with Bowler et al.’s (2010) analyses of strategic 
voting in the 2002 New Zealand election, indicating New 
Zealanders were more likely to vote for their second-
choice party if they believed that their preferred party 
would not win. For example, Labour supporters may have 
switched to a Green vote to instead ensure the party stayed 
above the 5% parliamentary threshold when it seemed 
Labour was unlikely to win, but returned their vote to 
Labour when the prospect of victory seemed greater (or 
vice versa). Overall, these findings suggest behavioural 
measures of partisanship, such as party voting, may be 
inherently less stable in multiparty systems. 

Our party-by-party approach to examining stability in 
support and voting may also explain the relatively higher 
image of stability conveyed here compared to Vowles 
(2016) who found both relatively low party identification 
in 2014 (40%) and relatively high vote volatility (just 
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under 40% of New Zealand Election Study participants 
switched their vote across the 2008 – 2014 elections). Our 
results show that stability in voting is much higher for 
major parties to compared to minor parties and non-
voting. Thus, composite measures of volatility across 
parties (like those presented by Vowles, 2016) will 
produce an average estimate. Moreover, data from 
Vowles (2018) shows that the effective number of parties 
in New Zealand has been relatively stable since 2005, and 
much lower than the period between 1996-2002. For 
example, the effective number of parties was at 2.9 and 
3.3 in 2017 and 2014, respectively, compared to a peak of 
4.4 in 1996. Thus, a smaller and more stable number of 
represented parties may have given way over time to more 
stable support for those parties in recent years. Finally, the 
low probability for people to switch votes between the 
Labour and National parties appears consistent with the 
ideological polarization of parties in New Zealand 
(Dalton, 2008). Despite the two major parties being 
centre-left and centre-right, New Zealanders still appear 
to perceive large enough differences between the parties 
to consider them quite distinct. 

Finally, it should be noted that our analyses are 
impacted by the political context at the time. Although our 
analyses are longitudinal, they remain limited to a 
relatively small, stable timeframe (2011 – 2017) in New 
Zealand politics. As such, indices of stability may change 
depending on the political context of the time. This is 
hinted at in our analyses, as the stability of support and 
voting for Labour, a major party who underwent a number 
of leadership changes and tended to poll poorly, was lower 
than for National, a successful party that maintained 
reasonably steady electoral support over the period. Data 
from the 2020 election would provide a strong test of the 
impact of political conditions on the stability of support 
and voting for National, as their vote share dropped by 
18.9 percentage points from the previous election, 
whereas the Labour Party’s vote share soared as a result 
of their internationally-praised response to the COVID-19 
pandemic. Future analyses could examine specifically 
where the votes of prior National Party voters shifted (e.g., 
to Labour, the ACT party, or to abstention), and whether 
the sharp drop in votes for the National Party also 
corresponded with a drop in ratings of support for the 
party. 
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This is the first of two papers describing the creation of measurement tools for four Māori constructs 
of positive child behaviour – tuakiri (secure local Māori identity); whānauranga (acting as a member 
of a whānau); manawaroa (persisting despite difficulty); and piripono (having integrity, commitment 
and responsibility). This paper describes the psychometric properties of these new measures. 
Parents and teachers completed questionnaires on 28 children aged 0-5 years five times over 10 
months in a Māori-medium early years setting, and video observations were made. Ratings of the 
videos showed good inter-rater reliability. All questionnaire measures had good internal 
consistency. Associations of questionnaires with rated observations varied at some timepoints 
suggesting a need to include both in ongoing research. This study provides initial evidence about 
reliability of our novel Māori measurement tools for assessment of preschool Māori children. 
 
Keywords:   Māori Indigenous psychology, Māori constructs, Māori child behaviour measures, Māori 

child development, reliability, validity  
 

Introduction 
In Aotearoa, a number of measurement tools are used 

to assess and evaluate young children’s development and 
behaviour. These assessments are commonly carried out 
by psychologists in research or practice settings, through 
government programmes such as Plunket’s Well Child 
Tamariki Ora, or in early childhood settings and primary 
schools (Pannekoek & D’Souza, 2018). Assessments 
typically involve measures created by non-Māori 
researchers such as the Strengths and Difficulties 
Questionnaire or the Social Competence Scale which 
assess prosocial behaviours and conduct problems 
(Corrigan, 2002; Goodman, 1997). Tamariki Māori are 
automatically included in assessments using these 
measurement approaches (Morton et al., 2017; Peterson et 
al., 2018), despite the tools being created by non-Māori 
researchers and practitioners. What this means is that 
measurement tools often do not take into account Māori 
cultural priorities and other Indigenous factors, such as the 
child’s cultural context, language, and whānau, hapū and 
iwi connections (Bishop, Berryman, Cavanagh, & Teddy, 
2009; Durie, 2006; G. H. Smith, 2003b).  

There is a need to create child behaviour measurement 
tools, that are both strengths-based and grounded within 
Indigenous Māori worldviews. There is strong evidence 
in Aotearoa that interventions in the early years (i.e., 0-5 
years) lead to improved life outcomes (Fergusson, 
Horwood, Ridder, & Grant, 2005; Horwood, Gray, & 
Fergusson, 2011; Sturrock, Gray, Fergusson, Horwood, & 
Smits, 2014). Running parallel with this are the growing 
number of initiatives, programmes and approaches by 
Māori communities or groups, which are increasingly 

recognised as alternative ways to work with tamariki 
Māori, whānau and community to improve life outcomes 
for Māori (Durie, Cooper, Grennell, Snively, & Tuaine, 
2010; Hond, 2013; King & Turia, 2002; Mane, 2009; 
Royal Tangaere, 2012). These include Māori language, 
health and education initiatives. However, to date, there 
have been few evaluation studies conducted in these early 
life kaupapa Māori community initiatives. Moreover, 
deficit theories have tended to dominate the way outcomes 
of interest to Māori have been analysed (Blank, 
Houkamau, & Kingi, 2016; Pihama, 2012), further 
emphasising the need for the development and validation 
of strengths-based Māori measurement tools to assess the 
development of tamariki Māori and the outcomes of 
Māori programmes and interventions. 

While there are many studies that have examined the 
development of measures of young children’s behaviour 
(D’Souza, Waldie, Peterson, Underwood, & Morton, 
2017; Goodman, 2001; Ponitz et al., 2008; Rothbart, 
Ahadi, Hershey, & Fisher, 2001), there are few 
psychological measures that have been developed from 
within Indigenous worldviews. Those that have been 
developed have focussed on Indigenous youth and adults, 
such as measures of Māori identity in adulthood 
(Houkamau & Sibley, 2010a; Houkamau & Sibley, 
2010b; Palmer, 2004; Sibley & Houkamau, 2013). 
Examples from overseas include measures of protective 
factors in Alaskan youth engaged in alcohol abuse and for 
suicide prevention (Allen et al., 2014); growth and 
empowerment in Indigenous Australians (Haswell et al., 
2010); cognitive assessment of rural-based middle-aged 
Indigenous Australians (LoGiudice et al., 2011); and the 
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emotional intelligence of Indigenous adults in Pakistan 
(Batool & Khalid, 2011). 

Measures that have been created from within 
Indigenous worldviews or adapted through application of 
an Indigenous cultural lens have been applied in 
Indigenous-specific research. Examples include 
Indigenous language assessment in children and Māori 
parenting interventions (Housman, Dameg, Kobashigawa, 
& Brown, 2011; Keown, Sanders, Franke, & Shepherd, 
2018). In the development of the measures, these studies 
used culturally-grounded approaches including 
collaboration, community involvement and contribution 
(Batool & Khalid, 2011; Keown et al., 2018); iterative 
processes of dialogue and workshopping (Allen et al., 
2014); participation of Indigenous experts on health and 
education (Schlesinger, Ober, McCarthy, Watson, & 
Seinen, 2007); and the initial generation of items from 
within an Indigenous language context (Batool & Khalid, 
2011; Housman et al., 2011).  

 

Cultural psychometrics 
The measures used in the assessment of tamariki 

Māori typically assess non-Māori constructs. For 
example, Goodman’s Strengths and Difficulties 
Questionnaire (SDQ) (Goodman, 1997) assesses both 
conduct issues and prosocial behaviour from a Western 
worldview. While the SDQ has been validated in 
Aotearoa across age, gender, ethnicity and deprivation 
groups (D’Souza et al., 2017; Horwood et al., 2011; 
Pannekoek & D’Souza, 2018), Māori-specific measures 
are needed because of concerns about the cultural 
relevance of Western measures of Māori children 
(D’Souza et al., 2017). For example, a qualitative study 
into the cross-cultural acceptability and utility of SDQ 
reported concerns from Māori parents about the lack of 
consideration of tamariki Māori in their cultural context 
and the need for multiple perspectives when interpreting 
scores (Kersten et al., 2016). A subsequent study 
evaluating the concurrent validity of the SDQ in 
comparison to child referral for intervention found that the 
SDQ had unacceptably low sensitivity in Māori preschool 
children due to high rates of false positives and, therefore, 
young Māori children with need for referral were 
potentially not receiving the appropriate support needed 
when SDQ was the only method of assessment (Kersten, 
Vandal, Elder, Tauroa, & McPherson, 2017). Moreover, 
the 2013 Incredible Years Evaluation report involving 
young children (Sturrock & Gray, 2013) highlighted 
concerns about the appropriateness of child and whānau 
interventions that were not grounded in a Māori 
worldview nor delivered by Māori and for Māori, an issue 
that is well documented in the wider literature on Māori 
identity, well-being and development (Berryman, 
Macfarlane, & Cavanagh, 2009; Durie, 2004, 2006; 
McClintock, Mellsop, & Kingi, 2011; McClintock, 
Tauroa, Mellsop, & Frampton, 2016; Pihama, 2012; 
Rameka, 2011; G. H. Smith, 2003b). 

Given questions about the cultural appropriateness of 
current measurement tools for tamariki Māori, researchers 
have argued that the assessment of young Māori children 
should be culturally relevant, culturally specific and 
culturally valid, and that measures should be developed 
by Māori for Māori and reflect Māori realities (Elder, 
Czuba, Kersten, Caracuel, & McPherson, 2017; Rameka, 

2011; Sibley & Houkamau, 2013). It is important for 
psychology in Aotearoa to understand how best to develop 
reliable measures to use with tamariki Māori, and how to 
take into account cultural priorities that may have been 
overlooked due to presumptions or unconscious bias in 
mainstream approaches, spanning a range of disciplines 
(Blank et al., 2016; Pihama, Smith, Taki, & Lee, 2004; G. 
H. Smith, 2003a; L. T. Smith, 2001). This raises questions 
about how Indigenous children are unconsciously 
perceived or stereotyped, thus affecting understandings 
and judgements during assessment, which in turn might 
undermine their cultural validity (Blank et al., 2016). 
Therefore, the development of measurement tools that are 
not only reliable and valid but also culturally relevant is 
essential to accurate assessment. These understandings 
can help foster better clinical practice, as well as 
informing equitable approaches when working with 
Māori children and their whānau. 

 

The current study 
The current feasibility study, He Piki Raukura, is part 

of Te Kura Mai i Tawhiti (TKMT), a long-term Māori 
community-initiated research programme that began in 
2012 and has been previously described in detail (Ratima 
et al., 2019). In brief, the aim of TKMT is to examine the 
impact that kaupapa Māori early life and whānau 
programmes have on health, well-being and educational 
outcomes of the whole whānau. TKMT is a collaboration 
between Te Pou Tiringa Incorporated and the University 
of Otago’s National Centre for Lifecourse Research. Te 
Pou Tiringa is the governance entity of Te Kop̄ae 
Piripono, a Taranaki Māori-medium early childhood and 
whānau programme that has been operating since 1994 as 
an early childhood education centre (ECE). Te Kōpae 
Piripono was recognised nationally as a ‘Centre of 
Innovation’ in 2005 and its programme has previously 
been described in detail (Tamati, Hond-Flavell, & 
Korewha, 2008). Te Kōpae Piripono provides a ‘real 
world’ kaupapa Māori child and whānau intervention to 
support and reinforce positive behaviours among young 
children. The term ‘He Piki Raukura’ refers to the flight 
feathers of the toroa (giant albatross), a cherished emblem 
of the historic Taranaki community of Parihaka as a 
symbol of peace and of resistance in the face of adversity, 
and sustained well-being. These are concepts that 
underpin the work of Te Kōpae Piripono and inform the 
Māori constructs (Tamati et al., 2021a). 

Epistemologically and methodologically the TKMT 
research programme has a lifecourse orientation and 
applies an interface approach. This means that the 
research is located at the interface between the 
mātauranga Māori and Western science paradigms 
(Edwards, 2010; Ratima et al., 2019). An interface 
approach acknowledges that both Māori and Western 
knowledge systems are equally credible and relevant to 
the disciplined inquiry in contemporary Aotearoa (Durie, 
2004; Edwards, 2003).  

The aim of He Piki Raukura has been to both develop 
and investigate ways to measure Māori constructs 
underpinning important behaviours in early childhood. In 
the first phase of the study, interviews were held with 
whānau and Māori education experts. The Māori 
researchers then ran a series of wānanga to develop Māori 
developmental constructs (Tamati et al., 2021a). The four 
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strengths-based Māori child behaviour constructs 
identified are – tuakiri (a secure local Māori identity); 
whānauranga (feeling and acting, as a member of a 
whānau/community); manawaroa (having courage in 
adversity, persisting despite difficulty and a positive 
outlook); and piripono (having integrity, commitment and 
responsibility for a shared kaupapa/purpose) (Tamati et 
al., 2021a). In this second feasibility phase of He Piki 
Raukura, we sought to create a novel set of child 
behaviour measurement tools based on the above Māori 
constructs and to determine if these measures were 
reliable and valid. While other studies have developed 
Māori measures of identity and wellbeing, following our 
review of the literature, we concluded that none 
adequately captured all the necessary elements of the 
constructs we wished to measure in early childhood. In 
this stage of the overall study, our aims were to: 

 
1. Develop a set of measurement tools to quantitatively 

measure identified Māori child behavioural 
constructs. 

2. Test the psychometric properties of the novel 
measurement tools (i.e., inter-rater reliability, 
internal consistency and concurrent validity). 

3. Refine the measurements tool by developing 
shortened versions that retain appropriate 
psychometric properties. 

 

A further aim of He Piki Raukura was to use the 
validated measures in a third stage, to investigate whether 
we could detect changes in children’s behaviour over the 
course of 10 months by mapping the trajectories of change 
in these constructs. This work could only be conducted 
once the psychometric validation had occurred. The 
results of this third stage are described in the companion 
paper, He Piki Raukura - Assessing Ao Māori 
developmental constructs Part II: Mapping positive 
change over 10 months among preschool Māori children 
(Tamati et al., 2021c). 

 
METHODS 

Participants 
A cohort of 28 children and their 22 immediate 

whānau (i.e., parents/caregivers) who were enrolled at Te 
Kōpae Piripono during 2016 agreed to take part in this 
study. Each whānau was asked to complete a quantitative 
questionnaire about their child/children and their family at 
five timepoints, over the course of the 2016 school year 
(March, June, August, October, December). Data 
collection occurred across one working week for each of 
the timepoints. Parents were also asked to consent to their 
children being videoed over a number of structured 
activities and also as a part of the day-to-day activities at 
Te Kōpae Piripono for a rating process described below. 
In terms of completeness of data, all 28 tamariki and their 
whānau participated for the entirety of the study, with 
occasional random missing data due to issues such as 
illness and tangihanga.  

Parents ranged in age from the early twenties to mid-
forties (median = 35). However, 88% of parents were aged 
27 years and older. Children ranged in age from 11 
months to 5 years (median = 3 years 5 months). The 
gender of the child participants was relatively even (13 
boys/15 girls). Mothers made up 81% of adult participants 

who filled in questionnaires. Twenty-five children 
attended Te Kop̄ae Piripono on a full-time basis (35 hours 
per week). The three children who attended for fewer 
hours (approximately 30 hours per week) were either 
younger in age (between 11 months and 15 months) or 
lived a substantial distance from Te Kōpae Piripono (up 
to 90 kilometres round trip). 

The nominated parent of each child completed the 
questionnaire at a time and place convenient to them, with 
one of a team of three research assistants asking the 
questions (see detailed description of Māori child 
behaviour questionnaires below). This often happened in 
families’ homes and during weekends. The remainder of 
whānau completed the questionnaire at Te Kōpae 
Piripono. Kaitiaki (teachers) at Te Kōpae Piripono also 
participated in the study. Kaitiaki were randomly 
allocated a small group of children (approximately N=4) 
to answer questions about at each of the five timepoints, 
during data collection. There was a change in one of the 
kaitiaki at T3 and T4 meaning two other kaitiaki took over 
rating the children allocated to the original kaitiaki, for T4 
and T5. The video observations of children (see detailed 
description below) were also carried out at Te Kōpae 
Piripono.  

Input and oversight were provided by an expert project 
advisory group throughout the course of the study. The 
University of Otago Human Ethics Committee approved 
the study (16/003). Participants gave informed consent to 
participate. All of the researchers involved in fieldwork 
were or had been part of Te Kōpae Piripono in some way, 
and so there was high trust and strong whānau 
participation. 

 

Measures 
Parents and kaitiaki were asked a series of questions 

about the children that would best describe their behaviour 
in relation to the four Māori constructs of interest – 
tuakiri, whānauranga, manawaroa and piripono. Parents 
were also asked a series of general demographic questions 
(e.g., age, gender). A draft questionnaire was composed 
during the series of wānanga involving the Māori 
researchers and expert project advisory group and piloted 
for appropriateness over a seven-month period with 
relevant whānau in the wider community who were not 
currently enrolled at Te Kōpae Piripono. During the pilot 
work, feedback was gathered about the questionnaire’s 
usability and comprehensibility. The resulting Māori 
Child Behaviour Questionnaire – whānau version 
(MCBQ-W) and kaitiaki version (MCBQ-K) – measured 
the four Māori constructs of interest, which are described 
in detail in Tamati et al. (2021a). For each construct, we 
generated a set of items that reflected key aspects of that 
construct. Parents and kaitiaki indicated on a 5-point 
frequency scale, the extent to which each item in the 
questionnaire reflected the level of their child’s 
behaviours for each construct (1 = ‘not at all’; 2 = ‘rarely’; 
3 = ‘sometimes’; 4 = ‘often’; 5 = ‘very often’). Parents 
were asked to rate the four constructs for their children, in 
three different contexts (i) the home environment (ii) at Te 
Kōpae Piripono and (iii) in the wider community. Kaitiaki 
answered questions only in relation to the Te Kōpae 
Piripono context. All items are available on request. 

Parents were also asked to provide feedback on the 
questionnaire at each timepoint including the extent to 
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which the questionnaire was easy or difficult to complete, 
clear or confusing, and appropriate or inappropriate.  

 
Development of the short-form measures 
Following data collection, item-total analysis was 

carried out on the full set of questionnaire items to 
determine whether it was possible to shorten the multi-
item scales. This was to ensure whānau and kaitiaki had 
clear comprehension of the questions, when rating a 
child’s behaviour, and how they represented a given 
construct. An item-total correlation test was carried out 
for both the whānau and kaitiaki ratings and 34 items of 
the total 199 items (17%) were found to have weak to 
moderate relationships (r = 0.3-0.4) with the totals of other 
items. A further 26 items (13%) were removed due to 
repetition, for being unclear in how they represented a 
construct, or for not being relevant to a specific context 
(e.g., one question referred to ‘playing in a group 
environment at home’ which was not the case for a 
number of whānau). Table 1 lists the number of items per 
construct in the original long-form and the refined short-
form. Following this process, the short-form version only 
was used for the remainder of the analyses. 
 

Child behaviour observations 
A series of video observations of children’s behaviour 

were recorded at each timepoint to further evaluate the 
four constructs of interest and allow testing of convergent 
validity with the ratings of parents and kaitiaki. This 
involved videoing children interacting with their peers 
and kaitiaki during two structured and two unstructured 
activities (described below) in two different contexts – the 
kopa kai (dining room) and the kopa mahi (main 
classroom). Two video cameras, each able to record for a 
full day, were placed in fixed positions in the kopa kai and 
the kopa mahi above the whāriki (mat area where most 
whole group activities occurred (e.g., group reading and 
kapa haka). 

 

Structured activity #1: Introduction of a new toy 
Children were assigned to five groups of 

approximately five children. The makeup of these groups 
remained constant for the duration of data collection. 
Children were randomly selected across mixed age-bands. 
Each day during data collection week, in the kopa mahi, 
one of the five groups was introduced to a new toy. Over 
the course of each data collection phase, all children 
participated in the activity, at least once. Kaitiaki were 
asked not to get involved in the play, other than if a child 
asked for or needed help. The activity lasted for 20 
minutes; however, if a child or children spontaneously 

negotiated for the continued use of the toy then another 
five minutes was added to the playing time. The 
introduction of a new toy task sought to elicit children’s 
democratic turn-taking.  

 

Structured activity #2:Pōwhiri (formal welcome) 
On two separate days, at each data collection 

timepoint, a manuhiri (visitor) was welcomed into Te 
Kōpae Piripono. All children participated in the Taranaki 
pōwhiri process including harirū first (hongi/shaking of 
hands) then mihi (words of welcome) and waiata (song), 
and kai (sharing of food). The video observations, from 
fixed positions, captured the behaviour and actions of all 
participating in the welcome process. The pōwhiri 
provided opportunities to observe children’s 
understanding, behaviour and engagement in tikanga 
Māori (Māori cultural norms) – including taking on roles, 
participating in kōrero (speaking) and waiata, assisting 
others and being able to sit calmly for extended periods.  

 

Unstructured activity #1: Kopa kai (dining room) 
The unstructured activities were guided by time 

sampling principles. The activities in the kopa kai sought 
to capture children’s behaviour during normal meal time 
activity. Children were randomly selected across age-
bands, into three larger groups of between 7-10 children. 
At morning wā huihui (mat time), each group was 
assigned a colour e.g. red, green, or yellow group for each 
of the three dining tables. Each group then ate at the same 
colour-designated table for the day – across three meal 
times – kai ata (morning tea), kai poutū (lunch time) and 
kai ahiahi (afternoon tea). The ‘red’ table was the table 
designated to be video recorded. Over three days of the 
week, each of the groups received a red-coloured card, 
meaning each group got to sit at the red table at least once.  
 

Unstructured activity #2: Kopa mahi (classroom) 
The video camera installed in the kopa mahi was 

essentially a ‘fly on the wall’, capturing routine activity 
during the whole Kōpae day between 9am-3.15pm. 

 
Video rating 
The observational data was rated by three researchers, 

trained to criterion, to rate the Māori constructs of interest. 
A Māori Child Behaviour Rating Schedule (MCBRS), 
developed by the research team, was used by the raters 
(full schedule available on request). The rating given for 
each of the four constructs was the average rating given 
across the four different contexts listed above (e.g., 
structured and unstructured activities). This provided 
a single rating for each construct (e.g., tuakiri) for each 
child. 
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The MCBRS included a detailed description and 
characteristics of each construct, as well as observable 
examples of how a child may display behaviour related to 
the construct. The schedule also provided instruction on 
how to rate the observed behaviour on a scale from 1 to 5. 
A rating of five (5) was given to a child who ‘consistently 
and unprompted, demonstrated examples’ of the 
construct. A rating of four (4) was for a child who ‘often, 
both spontaneously, and sometimes with encouragement 
by others’ exhibited the construct. A rating of three (3) 
was if a child ‘showed some examples of (the construct) 
with regular encouragement by others.’  
A rating of two (2) was if a child demonstrated examples 
of the construct, ‘only if they were reminded or prompted 
by others and required support to do so’. And a rating of 
one (1) was if a child demonstrated none of the listed 
examples of the construct. 

 
Data Analysis 

A series of psychometric analyses were conducted to 
assess inter-rater reliability, internal consistency and 
concurrent validity of the new measurement tools - the 
MCBQ-W (whānau questionnaire), MCBQ-K (kaitiaki 
questionnaire), and the MCBRS (child behaviour rating 
schedule).  

Intra-class correlation coefficients (single measures, 
one way) were used to measure inter-rater reliability of the 
video observations. Inter-rater reliability, measured across 
the three raters at baseline, evaluated how closely aligned 
their rating were for the same observed child behaviour 
from the video observations (Cicchetti & Sparrow, 1981; 
Fleiss, 1981). This process assessed the preliminary 
ratings and also informed the ongoing training of raters.  

Video observations were rated at baseline (T1) for the 
N=25 children who were enrolled at Te Kōpae Piripono at 
the time. These ratings were averaged across the four 
behavioural scenarios (structured activities #1 and #2, and 
unstructured activities – kopa kai and kopa mahi). A 
further three children enrolled at T2 and started 
participating in observational tasks from then on.  

Cronbach’s alpha were calculated to determine the 
internal consistency of each measure. This was carried out 
to show whether the items on each subscale produced 
similar scores to measure the same underlying constructs 
(Nunnally & Bernstein, 1994).   Cronbach’s alphas were 
calculated individually for the three ratings (child 
behaviour observations, whānau and kaitiaki ratings) for 
each of the four Māori constructs over five data collection 
points (Table 2). Subscales of the MCBQ-W included all 
three contexts – home, Te Kōpae Piripono and the wider 
community.  A minimum recommended level of alpha 
coefficients is .70 for preliminary research, .80 for basic 
research tools and .90 for applied or real-life research – 
with the ideal being .95 (Nunnally & Bernstein, 1994). 
Correlations of measures of the same construct were 
examined to determine associations within multiple 
measures of the same construct. Factor analyses could not 
be run with this cohort given the limited number of 
participants in comparison to the number of items. A 
regression analysis was carried out for each of the four 
Māori constructs between the child behaviour ratings (the 
dependent variable) and the kaitiaki ratings and whānau 
ratings.  

 
RESULTS 

Inter-rater reliability 
There was either good or excellent inter-rater 

reliability for the four constructs, with the intra-class 
correlation for tuakiri being 0.72 (95% CI = 0.46, 0.87); 
whānauranga 0.65 (95% CI = 0.35, 0.83); manawaroa 
0.78 (95% CI = 0.57, 0.90); and piripono 0.79 (95% CI = 
0.57, 0.90) (Cicchetti & Sparrow, 1981). 

 

Internal consistency 
All four Māori constructs showed very strong internal 

consistency, with alpha coefficients ranging from .90-.98 
(long-form) and .90-.98 (short-form). The scores for the 
kaitiaki ratings also showed good to excellent internal 
reliability with alpha coefficients ranging from .89-.97 
(long-form) and .88-.97 (short-form). The ratings for the 
child behaviour video observations showed strong to 
excellent internal consistency across the four videoed 
scenarios for all of the four Māori constructs with alpha 
coefficients ranging from .83-.96.  
 
Within source correlations 
There were strong correlations between the scores for the 
four constructs (Table 3).  The constructs were considered 
to be conceptually distinct based on the kaupapa Māori 
construct development process, which is described in 
detail in Tamati et al., (2021a), and involved a series of 
expert wānanga following qualitative consultation with 
whānau. We have therefore treated the constructs as 
separate variables in our analyses despite their inter-
correlated scores. However, we still would have expected 
some relationship between the four constructs, which also 
aligns with an holistic Māori worldview. 
 

Concurrent validity 
Bivariate correlation analyses were carried out between 
the child behaviour observational ratings and the kaitiaki 
and whānau ratings, for each of the four Māori constructs. 
Across the five data collection points, there were 
generally significant positive associations between the 
kaitiaki ratings and the child behaviour observations, 
particularly at T1 and T2 (Table 4). The relationship be 
tween the majority of the whānau scores and the child 
behaviour ratings were weak to moderate. Additionally, 
weakened patterns were experienced for T3 and also for 
parts of T4 (see Table 4). The reliabilities within subscales 
remained consistently strong but there was a noticeable 
dip in the correlations of both the kaitiaki and whānau 
ratings with the child behaviour observations at T3. There 
was an increasingly stronger relationship at T4, and at T5 
where significant associations for all four constructs were 
again evident. 
 

Concurrent validity: Regression analyses 
The general pattern of the regression analyses (Table 

5), indicated that the kaitiaki ratings were likely to be 
significantly associated to the child behaviour 
observations, above and beyond the whānau ratings. 
Again, a dip in associations at T3 was evident in the 
results. We conducted further correlations and 
regressions, removing the three children who enrolled at 
T2, to check whether the same patterns existed for the 
cohort enrolled for the whole year. The correlations for T3  
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and T4 looked more similar to the other timepoints (albeit 
slightly weaker).The regressions showed an association 
between kaitiaki ratings and the child behaviour 
observations at T3 but the whānau ratings were more 
associated with the child behaviour observations at T4, 
which was in keeping with the whole cohort. These 
secondary findings are available on request. 

 
DISCUSSION 

The behaviour and development of tamariki Māori in 
Aotearoa and other Indigenous children, globally, are 
often assessed using purportedly universal child 
assessment tools created by non-Indigenous researchers, 
which often decontextualise a child’s behaviour 
(Achenbach & Ruffle, 2000; Corrigan, 2002; Goodman, 
1997; Reedtz et al., 2008). Moreover, child assessment 

has historically taken a deficit-
based approach such as 
identifying conduct problems 
(Achenbach & Ruffle, 2000; 
Eyberg & Ross, 1978). Yet 
research has found that 
strengths-based assessment 
approaches are preferred by 
Māori families (Kersten et al., 
2016). An over-reliance on 
non-Indigenous measurement 
tools and conceptual 
approaches to evaluate tamariki 
Māori risks them being 
inappropriately evaluated, 
potentially resulting in them 
missing out on opportunities 
for intervention or support that 
they should be able to access 
(D’Souza et al., 2017; Kersten 
et al., 2016). Having 
appropriate reliable and valid 
Māori measurement tools is 
therefore critical in not only 
reflecting Māori children’s 
cultural backgrounds, but also 
in providing rich and accurate 
information about Māori 
children’s development. Such 
information is a crucial 
component in the evaluation of 
kaupapa Māori early years 
immersion initiatives, which 
are increasingly recognised as 
culturally-appropriate and 
efficacious interventions in 
Aotearoa.  

The current feasibility 
study, He Piki Raukura, sought 
to address the lack of Māori 
measurement tools by taking 
the four Māori child behaviour 
constructs of interest – tuakiri, 
whānauranga, manawaroa and 
piripono – that had been 
previously elucidated (Tamati 
et al., 2021a), and testing them 
in a cohort of young Māori 

children attending a kaupapa Māori immersion early years 
setting. In this, the first of our pair of papers on this overall 
study, we have described the development of these novel 
strengths-based Māori child behaviour measurement 
tools. We then tested the psychometric properties of these 
measures to determine whether they could reliably assess 
Māori children’s behaviour and also if the measures were 
meaningful and appropriate to whānau. 

We found that the novel measurement tools were 
internally reliable and concurrently valid. There was 
strong inter-rater reliability among the video raters. The 
psychometric properties of the MCBQ-W, MCBQ-K and 
MCBRS compared favourably with other known 
measures of young children’s behaviour (Corrigan, 2002; 
Goodman, 2001; Horwood et al., 2011). In our study, 
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internal consistency for the ratings of the four Māori 
constructs were strong, which shows that our 
measurement tools have a similar level of internal 
consistency to other commonly used tools that provide 
internally consistent measures of developmental 
constructs (D’Souza et al., 2017; Ezpeleta, Granero, de la 
Osa, Penelo, & Domenech, 2013; Gouley, Brotman, 
Huang, & Shrout, 2008; Horwood et al., 2011; Sturrock & 
Gray, 2013).  

The strong correlations between the scores for the four 
Māori developmental constructs indicated that the 
constructs were relatively similar on a statistical level. 
That is, a child with a high score on one of the constructs 
was likely to have a high score on the other constructs, 
particularly whānauranga. This finding could be due to the 
small number of study participants, suggesting the need 
for further research using larger cohorts and the use of 
statistical techniques such as factor analysis. It could also 
reflect the developmental stage of the children. When we 
accounted for age, the association between the constructs 
reduced. Moreover, the Māori constructs are both 
relational in nature (that is the behaviours were often 
displayed when children were interacting with each other 
or with an adult) and conceptually distinct, having been 
identified through a culturally-grounded construct 
development process (Tamati et al., 2021a). Also, the 
child observation tasks intentionally focused on 
interactions with others. This demonstrates a different 
worldview approach to that of Western science, which 
seeks to factor out relationality, rather than embrace it 
(Kim, Yang, & Hwang, 2006). For example, relatedness 
is regarded as the ‘ultimate premise’ of the worldview of 
Indigenous peoples in Australia (Martin, 2005). Māori 
researchers, too, argue the importance of relationality, 
such as whanaungatanga (relationships) and whakapapa 
(genealogical links with ancestors), atua (Māori deities) 
and the natural world from a Māori worldview (Bishop, 
Ladwig, & Berryman, 2014; Macfarlane, Blampied, & 
Macfarlane, 2011; Rameka, 2011; Wilson-Tukaki & 
Davis, 2011).  

The strong positive correlation between the kaitiaki 
ratings and the child behaviour observations suggests that 
the kaitiaki ratings essentially captured a child’s 
behaviour in a similar way as the child behaviour 
observations. The weaker relationship between some of 
the whānau scores and the child behaviour ratings shows 
the whānau ratings provided a slightly different 
perspective to the child behaviour observations and 
kaitiaki scores. This is consistent with other findings that 
show differences in parent and teacher rating of child 
behaviour (Gao, Paterson, Carter, Iusitini, & Sundborn, 
2011; Sargisson, Stanley, & Hayward, 2016), which are 
often attributed to contextual differences between home 
and the educational setting, as well as personal and 
cultural expectations for child behaviour (Gao et al., 
2011).  In educational and child development literature, 
teacher and parent views are often sought to examine 
possible causes or contexts of behaviour, to carry out a 
whole measurement approach and to explore possible 
interventions.  It is common for parent ratings to be 
different to that of teachers. Parents see more breadth of 
their tamariki, across different contexts. Teachers see 
more of tamariki within the educational setting. 

Therefore, while different respondents have different 
insights and perspectives, this does not mean there is no 
coherence of the factors that are being measured.  Rather, 
it indicates there are different perspectives about a child.  
This suggests that multiple sources of information provide 
a more holistic perspective (Gao et al., 2011; Lynne Lane, 
Stanton-Chapman, Roorbach Jamison, & Phillips, 2007; 
Sargisson et al., 2016); Sargisson, Stanley, & Hayward, 
2016). This diverse information is helpful in fully 
recognising and building on a child’s strengths, skills and 
abilities, which is a key aim of this research. 

For future research, the MCBQ-W and child 
behaviour observations (MCBRS) were found to be the 
best combination of measures to use. However, if 
conducting child behaviour observations is not possible, 
our findings suggest that the whānau and kaitiaki 
questionnaires are still reliable to use. A useful process in 
this feasibility study was the refinement of the original 
long-form of the questionnaire. This involved removal of 
some items to reduce repetition and provide greater 
clarity. For future research, the short-form questionnaire 
will be quicker to complete, while maintaining the same 
reliability as the long-form. 

We noted a reduction in the correlations between the 
whānau and kaitiaki ratings and the child behaviour 
observations at T3 (and somewhat at T4). This may be due 
to a change of kaitiaki at T3. While the internal 
reliabilities for all ratings remained consistently strong 
throughout data collection, the weaker correlations at 
certain timepoints, indicate the importance of having 
multiple data collection points (Poulton, Moffitt, & Silva, 
2015). In doing so, we were able to better understand 
potential anomalies, while also identifying relevant 
factors when conducting research in ‘real world’ settings.  

Based on our review of the literature, we believe this 
is the first time that child behaviour measurement tools 
have been created that are grounded in an Indigenous 
kaupapa Māori worldview. Additionally, these measures 
have been shown to be psychometrically reliable and 
valid, meaning they can accurately assess a child in 
relation to the four constructs of importance to Māori 
(Tamati et al., 2021a). Therefore, for the first time, 
researchers in Aotearoa have a reliable set of child 
behaviour measures from a Māori Indigenous worldview. 
This means that Māori children can be evaluated or 
assessed according to their own cultural background.  

Importantly, the measures that we created are 
intentionally strengths-based. The evaluation of 
Indigenous children has traditionally often been from a 
deficit-based lens (Dender & Stagnitti, 2011; Fforde, 
Bamblett, Lovett, Gorringe, & Fogarty, 2013; Rubie-
Davies & Peterson, 2016). With a strengths-based 
approach, we contend that it is still possible to identify 
children who need help or support, as the rating will show 
development to the level of a construct. Further, a 
strengths-based approach aligns with an increasing trend 
in psychology to move away from deficit approaches to 
children’s development (Craven et al., 2016; Fenton, 
Walsh, Wong, & Cumming, 2015; Fogarty, Lovell, 
Langenberg, & Heron, 2018). This not only helps address 
issues of negative bias toward Māori children (Blank et 
al., 2016; Pihama et al., 2004), it could also encourage the 
building of children’s strengths and the evaluation of 
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positive interventions. Having reliable and valid 
strengths-based, kaupapa Māori measures (Elder et al., 
2017; Kersten et al., 2016) of development in young 
Māori children is crucial, which we have been able to 
demonstrate with our study. 

There are wider positive implications of the potential 
application of these new measures. The process of 
assessing young children’s development can potentially 
serve as an evaluation of the quality of their early learning 
environment and personal contexts to support the 
development of strengths-based child behaviours. These 
measures, therefore, can potentially contribute to better 
ways of evaluating existing kaupapa Māori early years 
and whānau programmes and interventions (Hond-
Flavell, Ratima, Tamati, Korewha, & Edwards, 2017; 
Ministry of Education, 2013, 2018; Munford, Sanders, 
Maden, & Maden, 2007; Theodore et al., 2019). These 
future findings will also help inform government policy 
and investment, including decisions on when and how 
prevention and intervention programmes are 
implemented, as well as for whom (Elder et al., 2017; 
Harwood et al., 2012; McClintock et al., 2011; Theodore 
et al., 2019; Treasury New Zealand, 2017).  

 
Strengths and Limitations 

The main limitation of this study was its small cohort 
size (28 children) involving a single Māori early years 
setting. However, the focus on one cohort of tamariki was 
intentional in order to carry out the necessarily deep 
methodological, cultural and practical groundwork, to 
pilot the measurement tools. The study also required 
commitment by whānau, kaitiaki and the research staff, as 
well as generosity of the tamariki. Conducting this type of 
developmental work across multiple sites, we believe 
would not have been possible without a high level of trust 
between all those involved at the centre. Although the 
number of participants was small, there was sustained 
whānau involvement throughout the duration of the study. 
This was assisted by the existing high trust between 
whānau and the researchers, which it is argued facilitates 
collaborative inquiry (Cram & Kennedy, 2010). 

Strengths of this study include the application of a 
kaupapa Māori approach to developing Māori child 
behaviour constructs and measurement tools. These newly 
created constructs and measurement tools are positioned 
within a strengths-based framework and they can be used 
by both whānau and kaitiaki. This is helpful in the context 
of Aotearoa, as non-deficit assessment approaches are 
preferred by Māori families (Kersten et al., 2016). Our 
interface approach to the quantification of Indigenous 
child development constructs is also a strength of the 
study. Methodologically, we created child behaviour 
measurement tools from an Ao Māori perspective. In 
keeping with our interface approach (Edwards, 2010), we 
also utilised widely used psychometric processes to test 
these measures. In this way, the research has drawn from 
the strengths of mātauranga Māori and Western science 
knowledge systems to generate new knowledge and about 
measurement of Māori developmental constructs. 

 

Concluding Comments 
We hope that our research process will be a useful 

model to other groups of kaupapa Māori researchers and 
Māori communities seeking to build an evidence-base 

around their own programmes using our measures of the 
four Māori constructs or to develop measures that tap into 
constructs of meaning to them. The development of Māori 
measurement tools like this can enable Māori 
communities to test psychometrically sound measures and 
their relationship to positive life outcomes. In an 
accompanying paper (Tamati et al., 2021c), we examine 
changes over time based on the data collected, to test 
whether our measurement tools can detect meaningful 
change in the four constructs over 10 months, during a 
school year.  

We are mindful that this is a feasibility study, so future 
work is needed with larger cohorts of tamariki Māori to 
continue validating our measures. There is exciting 
potential to trial these measures in other Māori and 
possibly other Indigenous contexts. We remain hopeful 
that this research will offer alternative, more authentic and 
robust approaches to working with Māori children and 
whānau to improve their life outcomes. 
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Māori Glossary 

Ao Māori Māori world; Māori worldview 
Aotearoa Indigenous name for New Zealand 
He Piki Raukura One of the projects of Te Kōpae Piripono’s longitudinal research, that focusses on 

Māori child behavioural constructs  
Hapū sub-tribe 
Hariru handshake 
Hongi Māori cultural greeting  
Iwi tribe 
Kai food 
Kai ahiahi afternoon tea 
Kai ata morning tea 
Kaitiaki teacher at Te Kōpae Piripono 
Kapa Haka Māori cultural form of dance 
Kaupapa purpose, objective, topic, philosophy 
Kaupapa Māori Māori philosophical framework 
Kopa kai dining room 
Kopa mahi classroom 
Kōpae shortened name of Te Kōpae Piripono (Taranaki-based Māori immersion early 

childhood centre) 
Kōrero speak; speaking 
Manawaroa the notion of having courage in adversity, persisting despite difficulty and a positive 

outlook 
Mātauranga Māori Māori Indigenous knowledge systems 
Mihi greeting; speech of acknowledgement 
Parihaka historic Māori settlement south of New Plymouth, NZ 
Piripono the notion of having integrity, commitment and responsibility for a shared 

kaupapa/purpose 
Pōwhiri ceremonial Māori welcome 
Tamariki children 
Tamariki Māori Māori children 
Taranaki a region in the west of the North Island; a tribe 
Te Kōpae Piripono Taranaki-based Māori immersion early years and whānau initiative 
Te Kura Mai i Tawhiti the name given to Te Kōpae Piripono’s longitudinal research programme 
Te Pou Tiringa governing board of Te Kōpae Piripono 
Te reo Māori Māori language 

Toroa giant albatross 
Tikanga Māori Māori process, customs, 
Tuakiri the notion of a secure local Māori identity 
Waiata  song; singing 
Wānanga Māori cultural process of knowledge generation and learning  
Whakapapa genealogy; genealogical connection 
Whānau family, usually encompassing wider membership than the nuclear family 
Whāriki mat 
Whānauranga the notion of feeling and acting, as a member of a whānau/community  
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He Piki Raukura: Assessing Ao Māori developmental constructs – 
Part II: Mapping positive change over 10 months among 

preschool Māori children 
Aroaro Tamati1,2, Gareth J. Treharne2, Jesse Kokaua2, Reremoana Theodore2, 
Mihi Ratima1,2, Erana Hond-Flavell1,2, Will Edwards1,2, Ruakere Hond1,2, Richie 

Poulton2 
1 Te Pou Tiringa Incorporated, New Plymouth, Taranaki, Aotearoa/New Zealand 

2 National Centre for Lifecourse Research, Department of Psychology, University of 
Otago, Aotearoa/New Zealand 

 
 
Supporting positive early childhood development is important for both short and long-term 
outcomes. This paper is the second of two papers examining the measurement of four Māori 
constructs underpinning positive child behaviours – tuakiri (secure local Māori identity); 
whānauranga (acting as a member of a whānau); manawaroa (persisting despite difficulty); and 
piripono (having integrity, commitment and responsibility). Here, we describe changes in measures 
of these constructs over a 10 month period. Whānau (families) and kaitiaki (teachers) completed 
questionnaires and video observations were made of 28 Māori children aged 0-5 years. Growth 
curve analysis revealed significant positive change in each construct across five timepoints, even 
controlling for age differences. These findings provide proof-of-concept that our novel measures 
of the four constructs are sensitive to change in positive child behaviours among preschool Māori 
children. 
 
Keywords:   Māori child behaviour, Māori child development, kaupapa Māori, early childhood 

assessment, indigenous measurement tools, growth curve models  
 

Introduction 
Evidence generated over recent decades demonstrates 

positive effects of well-designed preschool education 
programmes on children’s developmental and behavioural 
outcomes in the short-term, and on their potential life 
trajectories over the longer term (Bakken, Brown, & 
Downing, 2017; Barnett, 2008; Camilli, Vargas, Ryan, & 
Barnett, 2010; Isaacs & Roessel, 2008; Watts, Gandhi, 
Ibrahim, Masucci, & Raver, 2018; Wylie & Thompson, 
2003). Early childhood is regarded as a critical period 
where the foundations of children’s emotional well-being 
and social development are laid (Bakken et al., 2017; 
Barnett, 2008; F. A. Campbell, Ramey, Pungello, 
Sparling, & Miller-Johnson, 2002; K. Campbell, Chen, 
Shenoy, & Cunningham, 2019; Gomajee et al., 2018; 
McCoy et al., 2017; Schindler et al., 2015). In Aotearoa, 
early years interventions are deemed pivotal to positive 
life outcomes (Horwood, Gray, & Fergusson, 2011; 
Sturrock, Gray, Fergusson, Horwood, & Smits, 2014). 
Furthermore, kaupapa Māori early years initiatives, 
grounded within Māori worldviews, are considered 
appropriate interventions that can improve life outcomes 
for Māori (Durie, Cooper, Grennell, Snively, & Tuaine, 
2010; King & Turia, 2002). To date, there are few 
published evaluations of such programmes. Given the 
wide and enduring inequities in education for Māori 
(Bishop, Berryman, Cavanagh, & Teddy, 2009; Bishop & 
Glynn, 2003; Mahuika, Berryman, & Bishop, 2011) there 
is an urgent need for studies investigating the impacts of 

early years kaupapa Māori approaches. Our study seeks to 
help address this gap. 

Recent international research about the positive long-
term benefits of early years programmes, is mixed. Past 
research has identified several methodological features 
that confound interpretation including: a) reductions in 
early academic advantage once children attend school 
(Ansari, 2018; Claessens & Garrett, 2014; Hill, Gormley 
Jr, & Adelstein, 2015; Schimmel, 2018); b) older studies 
that do not account for current educational policies and 
practices; and c) evaluations that have to navigate 
differences in early years settings, learning standards, 
curriculums, programme quality and access for young 
children (Black et al., 2017; Cortázar, 2015; Felfe & 
Lalive, 2018). Another limitation of the research to date is 
that many studies have tended to focus on socially and 
economically disadvantaged children and address deficits 
or delinquent behaviours in children, rather than positive 
behaviours or strengths-based approaches (Bakken et al., 
2017; Burger, 2010; Murray et al., 2018; Sylva, Melhuish, 
Sammons, Siraj-Blatchford, & Taggart, 2004). 
Furthermore, it has been argued that previous research 
evaluating early learning approaches has lacked thorough 
analysis of diverse curriculum content and culturally 
responsive teaching practices (Schimmel, 2018). These 
issues highlight the need for more systematic evaluation 
of strengths-based culturally-centred indigenous early 
years programmes.  
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Longitudinal studies where participants are examined 
using the same measurement tools at regular timepoints 
over a designated period can be used to identify changes 
in child development (McArdle & Nesselroade, 2003; 
Zhang, McArdle, & Nesselroade, 2012). One way of 
doing this is the technique of growth curve modelling to 
explore the impact of interventions, as well as describing 
developmental trajectories. There are a number of studies 
that have used growth curve modelling to evaluate change 
(or ‘growth’) in children’s development over a series of 
timepoints. Most of this research has tended to focus on 
longitudinal academic outcomes, such as numeracy and 
literacy (Burchinal, Peisner-Feinberg, Pianta, & Howes, 
2002; Hojnoski, Silberglitt, & Floyd, 2009). Growth curve 
modelling has also been used to track conduct problems 
and internalising behaviours (Mathiesen, Sanson, 
Stoolmiller, & Karevold, 2009; Yew & O’Kearney, 
2015), as well as adaptive learning behaviours and 
prosocial trajectories (Domínguez, Vitiello, Maier, & 
Greenfield, 2010; Gomajee et al., 2018). Interestingly, 
some studies of preschool children have not found gender 
differences (Knafo & Plomin, 2006; Mathiesen et al., 
2009; Sharp, Croudace, Goodyer, & Amtmann, 2005; 
Venker, Ray-Subramanian, Bolt, & Weismer, 2014). Age, 
on the other hand, has been found to be a factor in 
significant positive change over time for a range of 
constructs in young children, including social 
competence, autism, hyperactivity/inattention and 
conduct problems (Domínguez et al., 2010; Gomajee et 
al., 2018; Santos, Vaughn, Peceguina, Daniel, & Shin, 
2014; Venker et al., 2014). 

Māori children are typically tested and evaluated 
using Western-derived measurement tools, such as the 
social competence scale (Horwood et al., 2011), Parents’ 
Evaluations of Developmental Status (Glascoe, 1997), 
and the Strengths and Difficulties Questionnaire (SDQ) 
(Goodman, 1997). A systematic review of the 
psychometric properties of the SDQ raised questions 
about its cultural validity including parent disquiet about 
its deficit approach (Kersten et al., 2016). To attain 
cultural validity in measures for tamariki Māori, there is a 
need to include measures that are developed by Māori, for 
Māori (Elder & Kersten, 2015). Issues have also been 
raised about the SDQ’s concurrent validity in preschool 
Māori children, highlighting concerns about 
developmental or behavioural problems going undetected 
and children not getting the support they need (Kersten, 
Vandal, Elder, Tauroa, & McPherson, 2017). The above 
issues raise questions about the types of measures and 
approaches currently used to screen young Māori children 
and why Māori-created measurement tools that focus on 
behaviours of interest for Māori have yet to be developed 
and applied.  

One local research project that has used the SDQ is the 
longitudinal study, Growing Up in New Zealand 
(GUINZ), where ethnic disparities and mother-reported 
behavioural difficulties were identified and examined 
(D’Souza, Underwood, Peterson, Morton, & Waldie, 
2019; Morton et al., 2018). The GUINZ study was set up 
to be broadly representative of the national demographic 
by including ‘ethnically diverse’ participants from four 
groups – European, Māori, Pasifika and Asian (Morton et 
al., 2017; Peterson et al., 2018, p. 436). In an exploration 

of persistence and change, D’Souza et al. (2019) found 
that most young children who displayed ‘abnormal’ 
behaviours at age two typically improved by 4.5 years, 
while a significant proportion still persisted in these 
difficulties, over the same period. Also reported was an 
association between ethnicity and behavioural difficulties, 
particularly for Māori or Pasifika children (D’Souza et al., 
2019; Peterson et al., 2018). European ethnicity was a 
consistent predictor of fewer behavioural problems, such 
as hyperactivity, emotion, peer and conduct problems, 
among the 2 year olds (Peterson et al., 2018, p. 444). 
According to D’Souza et al. (2019) this could have been 
due to greater exposure to certain factors such as early 
adversity or socioeconomic disadvantage, prompting the 
authors to advise that the results be treated with caution. 
They also argued the need for further research to explore 
the underlying ‘causes’ of such ethnic disparity including 
broader social and historical factors.  

In the current feasibility study, we address the gap that 
remains in child behaviour research in Aotearoa by 
intentionally working within a Māori worldview 
(Rameka, 2011, 2012; Sibley & Houkamau, 2013). Māori 
researchers have long argued the importance of culturally 
valid pedagogies, measures and assessments that ‘make 
sense’ to Māori (Bishop, 1999; Mahuika et al., 2011; 
Rameka, 2011, p. 246; Sibley & Houkamau, 2013). There 
are also limitations of research intended to make a 
difference in children’s lives that does not include cultural 
and ethnic groups (Denham et al., 2003). The design of 
assessment tools and measures for young Māori children 
needs to mirror ‘culturally-located interpretive systems, 
and that these are different for Māori and non-Māori,’ 
(Rameka, 2012, p. 34). Based on our searches of the 
literature we determined that there have been no 
longitudinal studies specifically on the behaviour of 
tamariki Māori, that have used a strengths-based approach 
or have focussed on Māori constructs of children’s 
behaviour.  

Our previous work has identified four Māori child 
behaviour constructs – tuakiri (a secure local Māori 
identity); whānauranga (feeling and acting, as a member 
of a whānau/community); manawaroa (having courage in 
adversity, persisting despite difficulty and a positive 
outlook); and piripono (having integrity, commitment and 
responsibility for a shared kaupapa/purpose) (Tamati et 
al., 2021a). This paper documents a continuation of the 
study, He Piki Raukura, which is part of a longitudinal 
Māori community-initiated research programme, Te Kura 
Mai i Tawhiti (TKMT) (for further details see Ratima et 
al., 2019). A key aim of the overall research programme 
is to explore the impact of kaupapa Māori early life and 
whānau programmes on positive life outcomes for young 
children and their whānau. An important step in achieving 
this long-term objective is to test whether culturally-
relevant outcome measures of the four Māori child 
behaviour constructs are sensitive to change over time. 
Having created, tested and validated our measurement 
tools in the previous paper in this series (Tamati et al., 
2021b) we next sought to identify whether we could 
measure change in behaviour over a period of 10 months.  

preschool tamariki Māori would show an increase 
over the five timepoints across all four constructs (i.e., 
intra-individual change with a child acting as their own 
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control). We also hypothesised that there would be 
differences in the changes over time in the four Māori 
constructs by age and gender. We do not have directional 
hypotheses for these associations as this is the first study 
of these constructs.  

 
METHODS 

Participants 
As described in the accompanying paper, He Piki 

Raukura: Assessing Ao Māori developmental constructs - 
Part I: Reliability of novel strengths-based measures 
among preschool Māori children (Tamati et al., 2021b), 
this study involved the same 28 tamariki, aged between 11 
months and 5 years of age, and their immediate whānau. 
These children were enrolled at Te Kōpae Piripono, a 
Taranaki-based Māori-medium early childhood 
programme (Tamati, Hond-Flavell, & Korewha, 2008), 
during the 2016 school year. Parents were aged from 22 
years to 41 years (median 35). The median age of the 
children was 3 years 5 months. Fourteen girls and 12 boys 
participated in the research. Most of the children were 
enrolled full-time (i.e., 35 hours per week). A small 
number of children attended for fewer hours 
(approximately 30 hours per week) due to being younger 
or because of distance (i.e., some children travelled up to 
90 kilometres each day to attend).  

The study received ethics approval from the 
University of Otago Human Ethics Committee - 16/003. 
All participating whānau gave written consent. Whānau 
members answered questions about their tamariki and 
their family at five timepoints in the year: T1 (7-11 
March), T2 (13-17 June), T3 (29 August - 2 September), 
T4 (31 October - 4 November) and T5 (5-9 December). 
One parent from each whānau agreed to answer the 
questions at each of the data points (81% of these were the 
mothers). Kaitiaki (teachers) of Te Kōpae Piripono 
answered questions about tamariki who were randomly 
allocated to them. During these data collection periods, 
tamariki were also video recorded participating in both 
structured and day-to-day activities at Te Kōpae Piripono. 
All 28 tamariki and their whānau enrolled at Te Kōpae 
Piripono participated in the study. At T1, 25 children and 
their whānau participate, and three additional children 
from one whānau started at T2. Full data for all measures 
was collected on at least 19 of the tamariki at any one of 
the five timepoints. Occasional data points are missing at 
random and were not imputed. 

 
Measures 

We applied a repeated measures design, whereby our 
novel measurement tools were used at each of the five data 
collection timepoints. These measures included the Māori 
Child Behaviour Questionnaire – whānau version 
(MCBQ-W) and kaitiaki (teacher) version (MCBQ-K) – 

and the Māori Child Behaviour Rating Schedule 
(MCBRS), which are described in detail in the 
accompanying paper (Tamati et al., 2021b). Our previous 
analyses demonstrated the reliability and concurrent 
validity of the measures (Tamati et al., 2021b). Parents 
and kaitiaki rated items that described children’s 
behaviour in relation to the four Māori constructs of 
interest – tuakiri, whānauranga, manawaroa and piripono 
(Tamati et al., 2021b). Additionally, the video 
observations were recorded and rated at a later date on the 
same four constructs. The video ratings were carried out 
by three researchers, trained to criterion on the Māori 
constructs of interest, using the MCBRS. An average 
rating was given for each of these constructs across 
different contexts including structured and unstructured 
activities. An analysis of the consistency across video 
raters found good to excellent inter-rater reliability for 
each of the four constructs (Tamati et al., 2021b). 

 
Data Analysis 

Data analysis involved individually modelling the 
growth in each of the four constructs over time to test the 
significance of any changes over the five timepoints. A 
sequence of linear mixed effects growth models was 
conducted, as described by Ghisletta, Renaud, Jacot, and 
Courvoisier (2015). This included a random effects 
component for variation across individuals, namely for 
age and gender. Age was analysed as three levels, 
according to children’s year of birth, that is, for children 
born in 2010/11, 2012/13, and 2014/15. The aim of this 
approach was to represent children’s developmental 
phases. 

A step-wise approach was used to first test a direct 
relationship, in terms of whether the outcome variables 
(tuakiri, whānauranga, manawaroa and piripono) 
increased over time. Next, we tested whether age or 
gender of the children influenced the way they responded 
over the five measurement phases. The model sequence 
was: Unadjusted Model 1, a mixed effects growth model 
across different phases with independent residuals across 
phases; Adjusted Model 2, as for Model 1 with age added; 
and Adjusted Model 3, as for model 2 with gender also 
added. 

 
RESULTS 

The unadjusted and adjusted rates of change over time 
increased significantly over the five timepoints for all four 
Māori constructs across all three sources of information – 
the whānau ratings on the MCBQ-W, kaitiaki ratings on 
the MCBQ-K and child behaviour observational ratings 
on the MCBRS - with the single exception of kaitiaki 
ratings for tuakiri, which did not increase significantly 
(p=0.175) (Table 2). 

 



NZJP, 50(2), 35-45   Mapping positive change over 10 months among preschool Māori children  
  

38 

 

After controlling for age or age and gender, 
the patterns of significance changed little in the 
four constructs over the five timepoints for 
whānau, kaitiaki and child behaviour 
observational ratings (Table 2). The adjustment 
for children’s age led to a slight reduction in the 
coefficients for increase in mean scores across 
timepoints (adjusted 2). Further adjustment for 
gender made little change to the coefficients for 
increase in mean scores across timepoints (Table 
2, adjusted 3). 

Associations for age and gender reported in 
the models adjusting for these two variables 
(adjusted 3) were generally significant for age 
across the four Māori constructs but less often for 
gender differences (Table 3). The association of 
age with whānau rating of the constructs was 
positive, as indicated by significantly negative 
coefficients (because age was coded in terms of 
year of birth), meaning the older the child the 
higher the average scores. The direction of age 
influence was not consistent for the other sources 
of ratings. Older children had higher whānauranga 
and piripono scores across all sources of ratings. 

While few significant gender differences were 
observed overall, kaitiaki ratings and child 
behaviour ratings were significantly lower for 
girls than boys for tuakiri and manawaroa 
constructs. This is in contrast to other gender 
differences that, while not significant, were all in 
the opposite direction.  

 
DISCUSSION 

Kaupapa Māori early years initiatives are argued 
as having considerable potential to make a 
difference in the lives of tamariki Māori (Durie et 
al., 2010; King & Turia, 2002). However, there 
are few studies evaluating children’s development 
in kaupapa Māori early years settings, particularly 
studies that follow children over time. Such 
evaluation matters. Wide and enduring inequities 
persist for Māori across wide-ranging areas 
including wealth, health, wellbeing and education 
(Bishop et al., 2009; Mahuika et al., 2011; Ratima 
& Jenkins, 2012). Our feasibility study 
contributes preliminary evidence that can help 
address this gap in knowledge. We sought to 
establish proof-of-principle that four newly 
developed and validated measures of key Māori 
constructs – tuakiri, whānauranga, manawaroa 
and piripono – were able to detect positive change 
through time among children attending a Māori 
immersion early child educational setting (Te 
Kōpae Piripono). Our findings showed the 
anticipated developmental progression for all four 
Māori constructs, even when controlling for age 
and gender. This suggests that increases in 
positive behaviour might result from other factors 
including the content, approach and character of 
kaupapa Māori early years settings, that foster the 
development of these constructs from a very 
young age and regardless of gender.  
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The association with age in the current study is similar 
to other studies where, as to be expected, age has been 
found to be a factor in significant change in young 
children for a range of behavioural and 
neurodevelopmental constructs such as social 
competence, autism, hyperactivity/inattention and 
conduct problems (Domínguez et al., 2010; Gomajee et 
al., 2018; Santos et al., 2014; Taylor, Eisenberg, Spinrad, 
Eggum, & Sulik, 2013; Venker et al., 2014). Most of these 
studies are deficit-based and focus predominantly on 
problem behaviours. In contrast, our study is strengths-
based and emphasises prosocial behaviours from an Ao 
Māori worldview, in the form of the four Māori 
constructs.  

Our findings about gender differences for the four 
Māori constructs are preliminary but suggest there are few 
significant differences between boys and girls and only on 
the ratings by kaitiaki or of the video observation and not 
the whānau ratings. This general lack of gender 
differences is consistent with findings from a number of 
studies (Hojnoski et al., 2009; Knafo & Plomin, 2006; 
Mathiesen et al., 2009; Sharp et al., 2005; Venker et al., 
2014). One longitudinal study using growth curve 
modelling that is similar to ours reported strong evidence 
for the importance of genetics and environment in the 
development of prosocial behaviour in 9424 sets of twins, 
aged from 2 to 7 of age and that except for what they 
describe as the ‘usual finding’ of a mean difference 
favouring girls in terms of prosocial behaviours, the 
results for gender were ‘strikingly similar’ (Knafo & 
Plomin, 2006, p. 782).  

The increase in the scores on each of the four Māori 
constructs over time is an important finding. This means 
that we are able to see growth in the levels of strengths-
based child behavioural constructs - tuakiri, whānauranga, 
manawaroa and piripono - that are strongly grounded in te 
ao Māori. This is first such demonstration as a far as we 
are aware. Moreover, we had hypothesised directional 
change (i.e. improvements represented by higher scores) 
across the 10-month period and this was confirmed. 
Critically, the change appeared to occur independent of 
normal ageing/developmental processes. That is, some 
developmental milestones appear to occur as function of 
maturation or aging (Lightfoot, Cole, & Cole, 2018). This 
could not be assumed for these specific constructs, hence 
the novelty and utility of this finding. With regard to the 
latter, the findings suggest that these constructs can now 
be safely usefully incorporated into larger interventions in 
which appropriate comparison groups are included. 

These constructs take a clearly different approach to 
behaviour, with a particular focus on collectivity and 
relationality, rather than individuality (Brayboy, Gough, 
Leonard, Roehl, & Solyom, 2012; Higgins & Kim, 2019; 
Smith & Smith, 2018; Wilson & Kamana, 2001). Take the 
construct of whānauranga, for example. In terms of child 
development, this means that a child is displaying 
observable behaviours that demonstrate they increasingly 
feel and act as a member of a whānau or community. 
Observable behaviours for whānauranga include prosocial 
characteristics such as manaaki and tiaki - showing 
respect, generosity, sharing and caring, and being helpful, 
reassuring and kind to others (Hond, 2017; Moorfield, 
2019; Noddings, 2012; H. W. Williams, 1957). These 

characteristics resonate with other Western prosocial 
constructs including self-regulation, mindfulness and 
kindness (Flook, Goldberg, Pinger, & Davidson, 2015) 
self-control (Moffitt et al., 2011); social-emotional skills 
(Nix, Bierman, Domitrovich, & Gill, 2013) decision 
making and self-efficacy (Domitrovich, Durlak, Staley, & 
Weissberg, 2017); ego-resiliency and empathy (Taylor et 
al., 2013) and patience (Barragan‐Jason & Atance, 2017). 
The above research indicates that these types of behaviour 
have positive impacts for children.   

 

Strengths and Limitations 
The main limitation of this overall study was that it 

comprised a single sample, thereby constraining the 
generalisability of the findings beyond this specific early 
childhood setting (Te Kōpae Piripono). However, we 
thought it prudent to provide ‘proof-of-principle’ i.e. 
sensitivity to change through time, before enrolling 
participants in a larger and more ambitious study in which 
comparisons are made across different types of service 
provision. Our group was not large, however the total 
enrolled tamariki at Te Kōpae Piripono (N=28) 
participated and there were high levels of commitment 
over the 10 month period. It was also noteworthy that 
there was sustained whānau participation for the duration 
of the study, providing a comprehensive picture of all the 
tamariki and their whānau who took part.  

The main goal in this study was to test the feasibility 
of using Maori constructs to capture change over time, in 
order to carry out future work on a larger scale. Although 
the sample size may appear low, power calculations 
(available on request) revealed that we had sufficient 
numbers to detect significant change over time, while 
controlling for age. This shows that, even with small 
numbers of children, medium to large effects could be 
detected for all the Māori constructs. This outcome is 
reflected in similarly-sized studies (of children aged 3-5 
years) where significant growth was also detected (K. 
Campbell et al., 2019; Kan & Kohnert, 2012). 

 The comparatively short duration of the study (i.e. 
data collected over 10 months) is also a potential 
limitation of this work because it represents a relatively 
brief snapshot of development. On the other hand, 
showing that it was possible to measure change in this 
reasonably short period speaks to the sensitivity and 
potential utility of the scales. Additionally, this feasibility 
study provided a much needed focus on ‘deeper’ 
measurement by applying a multi-measure, multi-source 
assessment approach, which is an established process for 
longitudinal research (Poulton, Moffitt, & Silva, 2015).  

We acknowledge that, from a Western research 
methods perspective, the non-randomised methodology 
we applied in this study may have limitations in terms of 
how definitive the conclusions can be. However, our 
interface research approach accesses two legitimate 
knowledge systems. Randomised-control methodologies 
raise complicated questions about tikanga Māori 
including the concept of whai wāhi, an imperative of 
inclusion of all participants (Moorfield, 2019).   

There are a also number of strengths of the study. 
First, the study involved the exploration of a unique set of 
constructs that were created within a Māori/Indigenous 
worldview (Tamati et al., 2021a). Second, the work was 
also innovative in taking an interface approach and 
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applying psychometric methods to explore measurement 
of the novel Māori constructs (Durie, 2004; Edwards, 
2010; Nakata, 2016; Ratima et al., 2019). This interface 
approach enables the research to draw on the strengths of 
both mātauranga Māori and Western science approaches 
to address research questions in a way that leverages from 
both knowledge systems as being of relevance in kaupapa 
research Māori. Third, as noted in the accompanying 
paper on the psychometrics of our novel measures (Tamati 
et al., 2021b), our study has an intentionally strengths-
based orientation. This is in contrast to considerable 
literature that has tended to focus on identifying or 
analysing problem behaviours (Achenbach & Ruffle, 
2000; Goodman, 1997; Honig, 2009; Keenan & 
Wakschlag, 2000; L. R. Williams et al., 2009). However, 
our study is in keeping with current trends in psychology 
where there is more of an emphasis on children’s abilities 
and also on positive approaches to children’s development 
(Aspinwall & Staudinger, 2003; Craven et al., 2016; 
Fenton, Walsh, Wong, & Cumming, 2015).  

 

Implications for policy and practice 
This study’s value is based on use of reliable and 

culturally-appropriate Māori child behaviour 
measurement tools to begin to explore ways kaupapa 
Māori early years approaches may impact on the 
development of positive Māori child behaviours. In doing 
so, the study breaks new ground by providing evaluation 
and assessment tools to other researchers looking to work 
with Māori children and their whānau. This is in line with 
the long-held call from Māori researchers that Māori-
focussed childhood research is needed (Neha, 2016). The 
tools may also potentially be used to help generate an 
evidence base around the importance and value of quality 
kaupapa Māori early years initiatives. 

Our research demonstrates innovative ways of 
examining how indigenous constructs that can be 
practically operationalised and measured in whānau and 
Māori community settings, particularly using quantitative 
methods and in relation to children’s behaviour. 
Furthermore, as well as developing novel tools to measure 
the short-term impact of quality (Meade, 2010; Ritchie, 
2008) early years kaupapa Māori programmes on 
children’s development, the present feasibility study lays 
the groundwork for further research. In particular, there is 
potential for exploring the longer-term effects of the 
development and expression of children’s behaviours and 
the positive impact of kaupapa Māori interventions over 
time (Hond-Flavell, Ratima, Tamati, Korewha, & 
Edwards, 2017; Ministry of Education, 2013, 2018; 
Munford, Sanders, Maden, & Maden, 2007; Theodore et 
al., 2019).  

Future research is needed to expand on this feasibility 
study by systematically assessing tamariki changes on 
these important constructs in a larger comparison study. 
This future work will ultimately provide a richer evidence 
base about programmes or approaches that are effective 
for Māori, resulting in the long-term positive outcomes 
which are an essential goal for research in this field 
(Ratima et al., 2019).  

This study is also important in its contribution to the 
development of novel Māori theoretical frameworks for 
lifecourse research, as well as Māori-specific research 
processes, protocols and tools. The work has relevance for 

early years kaupapa Māori early childhood education 
provision in Aotearoa, and for indigenous peoples and 
communities internationally. Indeed, there is potential 
that this study can help create the best evidence for early 
years interventions for all New Zealanders, as per the 
ongoing goals of Vision Mātauranga and of Māori 
researchers (Ministry of Research Science and 
Technology, 2007; Rauika Māngai, 2020). Specifically, 
this study derives new knowledge, distinctly grounded in 
an Ao Māori worldview, that advances mātauranga about 
culturally-appropriate ways of working with and 
assessing young Māori children, acknowledging and 
respecting children’s own cultural backgrounds and 
supporting children’s development from their own 
cultural lens. This is important, particularly as 
approximately 80 percent of Māori children attend 
mainstream early years education settings (Ministry of 
Education, 2019). 
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Ao Māori Māori world; Māori worldview 
Aotearoa Indigenous name for New Zealand 
He Piki Raukura one of the projects of Te Kōpae Piripono’s longitudinal research, that 

focusing Māori child behavioural constructs  
Kaitiaki teacher at Te Kōpae Piripono 
Kaupapa purpose, objective, topic, philosophy 
Kaupapa Māori a Māori philosophical framework 
Kōpae shortened name of Te Kōpae Piripono (Taranaki-based Māori 
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Manawaroa the notion of having courage in adversity, persisting despite difficulty 

and a positive outlook 
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shared kaupapa/purpose 
Tamariki children 
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Te Kura Mai i Tawhiti the name given to Te Kōpae Piripono’s longitudinal research 
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Te Pou Tiringa Governing board of Te Kōpae Piripono 
Tuakiri the notion of a secure local Māori identity 
Whai wāhi inclusion 
Whānau family, usually encompassing wider membership than the nuclear 

family 
Whānauranga the notion of feeling and acting, as a member of a 
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Residual Rape Myth Acceptance among Young Women Who 
Have Recently Completed a Sexual Violence Prevention 

Workshop 
Madeline Hayward1, Gareth J. Treharne1, Nicola Liebergreen2, Katie Graham3 
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This study explored young women’s conceptions of sexual violence after attending a prevention 
workshop at university and addressed how rape myths feature in ongoing thinking about sexual 
violence. Three focus groups were carried out with a total of seven 18-/19-year-old women living 
in residential colleges who had recently attended a sexual violence prevention workshop during 
their first year at a university in Aotearoa/New Zealand. The focus groups involved activities to 
discuss rape myths and wider perspectives about tackling sexual violence on campus. Thematic 
analysis led to the development of three themes: women’s lived experience of rape culture, 
women’s residual rape myth acceptance, and encouraging men to challenge rape culture. These 
results demonstrate how rape myth acceptance can continue after attending a sexual violence 
prevention workshop and suggest that workshops should further address rape myths using 
evidence about how some such myths may be unintentionally reinforced. 
 
Keywords:   Sexual violence prevention; Health education; Rape myths; Rape culture; Qualitative 

research; Focus groups 
 

Introduction 
The prevalence of sexual violence makes the necessity 

of an intervention clear. In Aotearoa/New Zealand, 
approximately a third of women experience interpersonal 
or sexual violence at some point in their lives (Fanslow & 

Robinson, 2011). Rates of sexual violence on university 
campuses are especially high, which illustrates a need for 
sexual violence prevention programmes in this setting 
(Towl, 2018). However, the university sector currently 
lacks a comprehensive approach to sexual violence 
prevention (Beres, Stojanov, & Treharne, 2019; End Rape 

on Campus Australia, 2017). It has also been noted that 
universities have not until recently started challenging the 
societal norms that contribute to the prevalence and 
acceptance of sexual violence (End Rape on Campus 

Australia, 2017), and further research is needed to 
understand the status quo and inform change (Beres et al., 
2019). 

Sexual violence prevention workshops, such as 
bystander programmes, provide universities with an 
opportunity to demonstrate their commitment to reducing 
sexual assault on campuses (Banyard, Moynihan, & 
Plante, 2007; Beres et al., 2019). These prevention 
workshops are typically evaluated using quantitative 
methods. Qualitative research has the potential to expand 
on these quantitative evaluations by providing novel 
insights into how concepts such as rape myths function 
and thus inform understandings of sexual violence and 
rape myths in the university environment, where such 

workshops are increasingly common. This was achieved 
in the present study by considering how participants 
reflect on whether attending a sexual violence prevention 
workshops directly challenges rape myths or subtly 
reinscribes any such myths. 

This study is an exploration of rape myths that was 
conducted alongside a larger project on the feasibility of a 
bystander sexual violence prevention workshop in 
Aotearoa/New Zealand. Bystander sexual violence 
prevention workshops seeks to counter sexual violence by 
teaching participants how to safely intervene in situations 
where they are bystanders (Banyard et al., 2007). 
Banyard, Eckstein, and Moynihan (2010) described how 
bystander workshops involve identifying situations where 
intervention is necessary and discussing strategies for 
safely intervening before, during, or after sexual violence. 
Participants also receive education about different types 
of sexual violence and their prevalence, the role of a 
bystander, and psychological findings about bystander 
behaviour. Throughout bystander programmes, 
participants are encouraged to consider and challenge 
societal contributions to the prevalence of sexual violence, 
such as rape myths and gender stereotypes around sex and 
sexual violence. Therefore, participants of such 
workshops are in a unique position to demonstrate how 
their understandings of rape myths become clarified or 
shift in light of discussions spurred during and after the 
workshop. 
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Bystander sexual violence prevention workshops are 
usually delivered to single-gender groups because rape 
prevention literature suggests that this method is more 
effective (Breitenbecher, 2000). Bystander workshops 
have been shown to have a number of positive outcomes 
for participants, including decreased rape myth 
acceptance and increased positive bystander behaviour 
after participation (Banyard et al., 2007; Moynihan, 

Banyard, Arnold, Eckstein, & Stapleton, 2010, 2011; 
Potter & Moynihan, 2011). Several studies have also 
shown that both empathy and education have a role to play 
in increasing bystanders’ willingness to intervene (e.g., 
McMahon, 2010; Stewart, 2014). 

The main limitation of the existing body of research 
on sexual violence prevention is the relative absence of 
studies applying qualitative methods to understand 
changes in key concepts such as rape myths from the 
perspective of participants. Previous evaluative studies of 
bystander sexual violence prevention programmes have 
involved quantitative methods demonstrating changes in 
the intended outcomes around bystanding (Banyard et al., 
2007; Moynihan et al., 2010, 2011, 2015; Potter & 
Moynihan, 2011). Qualitative methods allow for 
exploration of how conceptualisations of rape myths 
change in response to structured programmes that address 
sexual violence. The present study utilised focus groups 
as a method for gaining rich exploratory data to explore 
how participants talk about rape myths within a social 
group with shared experience of a bystander sexual 
violence prevention workshop. 

Rape myths are attitudes and beliefs about sexual 
violence that are contrary to established data. For 
example, a common misconception is that most instances 
of sexual violence occur between strangers (End Rape on 
Campus Australia, 2017; Gavey, 2019), when evidence 
suggests about 90% of sexual assaults in Aotearoa/New 
Zealand occur between people who are known to each 
other (Morris, Reilly, Berry, & Ransom, 2003). This 
statistic reflects an international trend where, in most 
instances of rape or sexual assault, the perpetrator is 
known to the victim (Ben-David & Schneider, 2005; End 
Rape on Campus Australia, 2017; Kelleher & 
McGilloway, 2009; McMahon, 2010). 

Rape myths are one aspect of rape culture. Rape 
culture is a phenomenon where a community holds views 
which normalise and minimise the impact of sexual 
assault; in such a community, sexual assault becomes 
dismissible (Gavey, 2019). Rape myths contribute to rape 
culture by silencing and dismissing claims of rape, and by 
shifting the burden of responsibility for rape from 
perpetrators and onto victims (Giraldi & Monk-Turner, 
2017). The latter phenomenon is known as victim blaming 
(Singleton, Winskell, Nkambule-Vilakatib, & Sabben, 

2018). A classic example of victim blaming is the notion 
that it is a woman’s fault if she gets sexually assaulted 
when she is dressed a certain way (Payne, Lonsway, & 

Fitzgerald, 1999). Other common rape myths include the 
misconceptions that women ‘ask for’ sexual assault 
through their conduct, that rapists are not accountable for 
their actions, that forced sex cannot be considered rape if 
the victim did not protest, and that victims of sexual 
assault are merely lying (Payne et al., 1999). 

Qualitative data highlights the detrimental role of 
victim blaming on sexual assault survivors’ wellbeing and 
access to support services. Kelleher and McGilloway 
(2009) explored the perceptions of service providers in the 
sexual violence sector around barriers to accessing care 
after sexual assault. Participants spoke about survivors 
feeling shame and guilt due to the belief that the assault 
was their fault. Further, participants spoke about survivors 
who had experienced negative reactions when they 
disclosed assault, due to their confidante reinforcing the 
notion of victim responsibility. Survivors’ guilt and 
shame was a significant barrier to disclosing the incident 
again, often preventing the incident from being reported 
to the police, and a significant barrier in accessing support 
(Kelleher & McGilloway, 2009). 

Petersen, Bhana and McKay (2005) used focus groups 
to explore how young women and men in South Africa 
spoke about the risks of becoming victims or perpetrators 
of sexual violence. Both female and male participants 
spoke about the notion of male superiority as a factor used 
to justify rape, and about rape being used by men to 
dominate women. Young men spoke about being 
pressured to perpetrate rape in order to prove their 
masculinity. Participants explained that gender-based 
violence is a norm in their community. Both female and 
male participants also spoke about rape myths as 
legitimising sexual assault, thus showing rape myth 
acceptance. The themes of Petersen et al.’s (2005) study 
help to demonstrate the role of rape myths in maintaining 
tolerance of sexual violence. 

Lower levels of rape myth acceptance are associated 
with more instances of pro-social bystander behaviour and 
attitudes (Banyard, 2008), and higher levels of rape myth 
acceptance are associated with less willingness to 
intervene as a bystander (McMahon, 2010). Higher rape 
myth acceptance among men is associated with more 
hostile attitudes and behaviours towards women (Suarez 
& Gadalla, 2010) and is theorised to be a precursor to 
perpetrating sexual assault (Russell & King, 2016). 
Higher rape myth acceptance is associated with having no 
previous education about rape prevention (McMahon, 
2010), which points to a role for education in lowering 
rape myth acceptance and thereby increasing pro-social 
bystander behaviour. 

The aim of this study was to explore the link between 
rape myth rejection and participation in sexual violence 
prevention workshops. The present study used focus 
groups comprised of young women who had recently 
completed a bystander sexual violence prevention 
workshop. Considering that bystander workshops are well 
evaluated, the intention here was not to qualitatively 
evaluate the programme. It is already established that 
bystander interventions are effective at reducing rape 
myth acceptance (Banyard et al., 2007; Moynihan et al., 
2010, 2011, 2015; Potter & Moynihan, 2011), and the 
purpose of this study was to explore in more detail how 
young women make sense of rape culture after such a 
workshop. There were two research questions: How do 
young women who have recently participated in a 
bystander sexual violence prevention workshop 
conceptualise rape culture and rape myths? Do young 
women indicate that participating in a sexual violence 
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prevention workshop affected their understanding of rape 
culture and rape myths? 

 
METHODS 

Design 
This qualitative study involved three semi-structured 

focus groups. Focus groups were used to meet the aim of 
exploring how the social issue of rape myths was talked 
about in a social setting. Braun and Clarke’s (2006) 
approach to thematic analysis was used to organise the 
qualitative data into themes. Themes were identified at a 
semantic level following a theory-driven process in 
relation to the concept of rape myths. A realist position 
informed the analysis. The data used in this analysis were 
gathered as part of a larger study of bystander sexual 
violence prevention workshops and this paper only 
focuses on participants’ discussion of rape culture and 
rape myths, especially in relation to participation in the 
workshop. Focussing on one aspect of a qualitative dataset 
is an accepted approach to thematic analysis (Braun & 
Clarke, 2006). The overall study and this qualitative 
component received approval from the Human Ethics 
Committee of the University of Otago, where the research 
was conducted (Stojanov et al., 2021). 
 
Participants 

Seven participants were recruited from two residential 
colleges at the University of Otago in Dunedin, 
Aotearoa/New Zealand. All participants had completed a 
bystander sexual violence prevention workshop at their 
college in the previous month (Stojanov et al., 2021). One 
participant had completed the workshop sessions with a 
mixed group of young men and women; the other six had 
completed sessions with other young women only. Five 
participants were 18 years old and two participants were 
19 years old. All participants identified as female. Four 
participants identified as Pākehā/New Zealand European, 
one participant as Aboriginal, one participant as Asian, 
and one participant as Scottish. Five participants 
identified their sexuality as straight and two participants 
identified as bisexual/pansexual. Four participants were 
studying psychology, with the rest studying a variety of 
other humanities and science subjects. Each focus group 
consisted of participants from the same residential 
college. 

 
Materials 

A semi-structured schedule was created for the focus 
groups by two researchers involved with this study and is 
available on request. The schedule was designed to be 
flexible and guided by participants’ responses, so as to 
ensure that the resulting data were rich and reflected 
participants’ views as best as possible. The schedule 
contained questions exploring participants’ 
understandings of rape myths and rape culture as well as 
their experiences of the bystander sexual violence 
prevention workshop. The questions were mostly open-
ended, with the intention of eliciting detailed answers 
(Braun & Clarke, 2006). 

During the focus groups, several materials were used 
to help elicit responses. An activity using five pairs of 
cards was adapted from our previous research (Graham et 
al., 2021). One card in each pair had a question about a 
rape myth and the corresponding card had a statistic or 

statement that was counter to the myth. For example, one 
card read ‘a victim will always scream, fight and act 
hysterical if someone tries to rape them. True or false?’ Its 
pair read ‘false’ (Payne et al., 1999). The other four cards 
pertained to the rape myths that more instances of sexual 
assault occur between strangers, that alcohol causes 
sexual assault, that unwanted intercourse cannot be called 
rape if physical force was not used (End Rape on Campus 
Australia, 2017; Payne et al., 1999), and that perpetrators 
of sexual violence are mentally ill (Cowan & Quinton, 
2006). Most of these myths were related to those within 
the Illinois Rape Myth Acceptance Scale (Payne et al., 
1999), which all participants had completed prior to 
participation in the bystander sexual violence prevention 
workshop as part of the quantitative evaluation in the 
larger study. 

Two images that had been presented and discussed 
during the bystander sexual violence prevention 
workshops were adapted for use in the focus groups. Each 
image showed a group of people, with speech bubbles 
indicating whether they were conveying acceptance of, or 
disagreeing with, a rape myth. One of these images related 
to a myth about the role of alcohol in sexual assault, and 
the other related to the myth that a woman’s clothing is 
related to sexual assault (Payne et al., 1999). 

Photographs taken around the university campus and 
its surrounding area were printed out and used to facilitate 
discussion about the type of scenario where participants 
thought sexual assault would be most likely to occur. This 
prompt related to the rape myth that sexual assault is 
something that mainly occurs in seedy locations (Payne et 
al., 1999). The statements “Sex workers can’t be raped” 
and “Men can’t be raped because they always want sex” 
were printed on cards and presented to participants to 
generate discussion about these rape myths. 

 
Procedure  

All participants who had completed the bystander 
sexual violence prevention workshops were invited by 
email to attend a focus group. The focus groups were 
conducted by two female researchers (the first author and 
third author). A third female researcher observed each 
session and took notes. The duration of focus groups 
ranged from just over one hour to just over an hour and a 
half. The first focus group, comprising three participants, 
was held in a private study room at the participants’ 
college. The other two, each comprising two participants, 
were held in a quiet, private meeting room on campus. 
Each focus group was audio-recorded and later 
transcribed by a professional service. All participants gave 
informed consent before the focus group started and were 
given a $15 supermarket voucher as reimbursement for 
expenses related to participating. 

The focus groups began with introductions and 
questions about participating in the bystander sexual 
violence prevention workshops. Next, a facilitator used 
the materials described above to generate discussion about 
rape myths, beginning with the task involving five 
questions about rape myths. Following a discussion about 
this task, the other prompts were presented. Generally, 
after a prompt was presented, participants were asked a 
broad, open question, such as, “What do you think these 
pictures represent?” There was a particular focus on 
generating further discussion around any myths that 



NZJP, 50(2), 46-54                                                                             Residual rape myth acceptance 
  

49 

 

appeared to be contentious or difficult for participants to 
respond to. 

 
Analysis  

The transcripts were checked for accuracy and to 
ensure they were anonymised. This process, along with 
repeated readings of the transcripts, lead to familiarisation 
with the data and formed the first stage of thematic 
analysis (Braun & Clarke, 2006). Analysis was led by the 
first author and discussed with the other authors. In line 
with Braun and Clarke’s (2006) guidelines for thematic 
analysis, the next stage of analysis involved 
systematically generating codes from all focus group data. 
These codes were then organised into potential themes 
that represent repeated patterns in the data pertaining to 
the research questions. Themes were then reviewed in 
relation to their associated coded extracts as well as the 
entire data set. Once themes had been checked, they were 
named and defined following the steps described by Braun 
and Clarke (2006). 

Themes were identified at a semantic level, with the 
main interest being what was described by participants, 
rather than theorising underlying ideas or assumptions 
(Braun & Clarke, 2006). A semantic approach to analysis 
was in line with our application of a realist 
ontology/epistemology and enabled us to take a broad 
approach to exploring themes that represent an analysis of 
the perspectives expressed by the young women who 
participated (Braun & Clarke, 2006). Given that the focus 
group schedule and the analysis were driven by a 
theoretical interest in rape myths, the process of 
identifying themes was theory-driven (Braun & Clarke, 
2006). Quotes were used to illustrate themes. In 
presenting quotes, the notation ‘[…]’ has been used to 
indicate where part of a quote has been redacted for 
brevity without changing the intended meaning. 

The analysis was informed by the epistemological 
position of realism (Braun & Clarke, 2006), theorising 
that the way participants talked about rape myths 
meaningfully revealed the extent to which they accepted 
or rejected the rape myths. In other words, the relationship 
between their discussion and the associated meaning was 
assumed to be a straightforward representation of 
experienced reality. 

 
RESULTS 

The thematic analysis of focus group data led to the 
development of three themes: 1) women’s lived 
experience of rape culture, 2) women’s residual rape myth 
acceptance, and 3) encouraging men to challenge rape 
culture. 
 
Theme 1:  
Women’s Lived Experience of Rape Culture 

The first theme is about the ways in which women 
conveyed their lived experience of rape culture. 
Participants spoke about experiencing the harmful 
societal attitudes that normalise sexual assault and form 
rape culture (Gavey, 2019). Participants unequivocally 
believed rape culture existed in Aotearoa/New Zealand 
and expressed why it is important to challenge rape 
culture and the experience they had doing this. 

It was common among participants to know people 
who had been sexually assaulted and many had 

themselves been the target of sexist behaviour. This 
experience was a motivating factor for participating in the 
workshop and shaped their perspectives on rape myths. 
With regard to the rape myth about alcohol causing sexual 
assault, one participant responded, ‘I don’t want to blame 
alcohol […] because a lot of the sexual assault I […] 
know about […] has nothing to do with alcohol’. 
Participants’ experience with rape culture also facilitated 
their understanding that it is ‘the little things that sort of 
add up that make people think it’s ok to rape people so 
like um rape jokes, sexist comments…’. 

Participants argued that someone who believed rape 
culture did not exist within Aotearoa/New Zealand would 
be ‘incredibly naïve’. They were also discerning as to how 
prominent aspects of rape culture known to exist within 
the US might be found within Aotearoa/New Zealand 
because, for example, ‘we don’t have fraternities here but 
we do have sports teams’. 

All participants thought it was important to challenge 
rape myths and many had experience of challenging rape 
myth acceptance and sexist attitudes in those around them. 
This was despite the liability that ‘you’ll get called names 
or like oh you can’t take a joke’. Hearing sexist views 
from family and friends was distressing to them: ‘it like 
hurt me to think that someone that I’m quite close to as a 
friend would think these things’. 

Participants also noted that one of the most valuable 
parts of the workshop was learning about the ‘spectrum’ 
of sexual violence ranging from jokes up to more harmful 
aspects. One participant reflected that ‘some people don’t 
understand just how bad the issue is and how little things 
like […] sex jokes or like misogynistic jokes […] how 
often they actually occur and […] in regards to the scale 
of sexual harassment, even though it’s so little it happens 
so much more often than the big things’. Rape jokes were 
therefore seen as important to challenge, especially after 
participating in the workshop: ‘it sort of gave me a way to 
learn how to deal with these things because they happen 
so often and nobody sort of sticks up for it and it just 
becomes acceptable’. 

 
Theme 2: Women’s Residual Rape Myth 
Acceptance 

The second theme is about a subtle residual level of 
rape myth acceptance that related to a varied effect of the 
workshop on these myths. Most participants indicated that 
they already strongly rejected rape myths, with the 
workshop only strengthening their views. Other 
participants pointed to specific myths where participation 
in the workshop had changed their opinion by 
strengthening their rape myth rejection. However, some 
rape myth acceptance, both explicit and subtle, remained 
after participation in the workshop. 

In most instances, the workshop mainly served to 
strengthen existing anti-rape myth views. In the words of 
one participant: ‘I’ve always sort of had similar 
perspectives but I think that the course has definitely sort 
of cemented it and given me more reasons to believe it’. 
This sentiment was also expressed in an exchange 
between two participants: 

 

Participant 1: ‘I think personally I had pretty solid 
opinions anyway just like from the way I’ve been 
brought up and all that and the way I myself have 
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learned about things […] you might’ve guessed but 
I have very solid opinions (laughs)’ 
Participant 2: ‘Yeah same’. 
Participant 1: ‘[…] so I think personally […] a lot of 
my beliefs were reaffirmed I guess […] but I 
wouldn’t say they were changed’.  

 

However, in some cases, participants credited the 
workshop as forming or changing their understanding. As 
a case in point, several participants had thought that most 
instances of sexual assault were committed by strangers 
before the workshop. After the workshop, almost all 
participants acknowledged that evidence shows more 
instances of sexual assault occur between acquaintances. 
One participant said, ‘I almost trust guys less […] because 
now I know that it’s like it happens between friends and 
acquaintances’. While instilling a distrust of men is not 
an intended outcome of the workshop, this response does 
show rejection of the myth that most rapes are committed 
by strangers. 

Participants were generally quick to reject rape myths 
that were raised, providing lengthy, nuanced reasoning. 
However, even after participating in the workshop, 
participants did not unanimously disagree with the rape 
myth that ‘perpetrators of sexual violence are mentally 
ill’. Instead, some participants argued that the statement 
could be true in the case of some mental illnesses because, 
for example, perpetrators might have a ‘kind of complex 
in their head’ or be ‘mentally ill as in someone who 
doesn’t feel empathy’. However, participants did not think 
a common mental illness such as depression or anxiety 
would be ‘the sort of thing that would push you to do that 
[i.e., commit sexual violence]’. 

In other cases, participants explicitly rejected a rape 
myth, but their comments revealed subtle rape myth 
acceptance. Participants stated that the workshop had 
made them aware that sexual assault can ‘literally happen 
anywhere’ and not just in ‘dark alleys and stuff’, thus 
challenging this rape myth. However, all participants 
indicated that they thought sexual assault would be most 
likely on a dark street at night, showing subtle residual 
acceptance of this myth: ‘they’re isolated, they’re dark, 
there’s not people around to hear you so it would be 
incredibly easy for someone to hurt you’. Participants also 
implicitly indicated rape myth acceptance when reasoning 
that sexual assault would more likely occur in a large hall 
of residence where there was ‘more anonymity’ despite 
explicitly rejecting the myth that more sexual assault is 
perpetrated by strangers: ‘if there’s more than 500 people 
[living in a hall], it’s what you said about not knowing 
everyone and easier just to be another face in the crowd’. 

 
Theme 3: Encouraging Men to Challenge Rape 
Culture 

The third theme is about how the female participants 
perceived men to be lacking a vested interest in 
challenging rape culture, and the ways this could be 
addressed. Participants perceived there to be a range of 
ways that men uphold rape culture. One was the way that 
men were seen to minimise women’s reactions to sexist 
jokes, ‘saying “Oh it’s just a joke, why do you have to be 
so angry about everything?”’. Participants also perceived 
a tendency among men to accept rape myths: ‘they’ve got 
this idea well if she’s drinking, then it’s consent’. 

Moreover, participants perceived that men’s complicity in 
rape culture often means they are unintentionally abusive: 
‘they would just do whatever they want to get, like get, 
have sex […] they don’t realise that there’s like a whole 
rape part of it’. 

In addition, participants perceived men to be ignorant 
about sexual violence due to experiencing less ‘general 
sexism’, for example not being ‘exposed to all of the stuff 
about clothes that we get’. On the other hand, women 
were perceived to be more aware, due to a lived 
experience of rape culture: ‘It’s like with general sexism, 
we’re more likely to notice it because it’s addressed at us 
whereas guys in general are less likely to notice how sexist 
things are’. One participant expanded on how they 
perceived women to be taught to be aware of sexual 
violence, saying ‘they teach girls not to be raped and then 
there’s less focus on guys not to rape so I feel like […] 
girls are more likely to get involved because they go well 
how can I stop this […] happening to me whereas guys 
kind of go well I’m not gonna join in with this because 
why would I, like I’m not gonna get affected’. Participants 
noted that men are rarely active allies against sexual 
violence. They thought it was important that men should 
get involved: ‘we were trying to make sure that guys went’ 
to the workshops. 

Participants discussed three main reasons they 
perceived as preventing men from engaging with sexual 
violence prevention programmes. The first reason was the 
disapproval of other men: ‘I think it’s again that sort of 
idea of “Oh if I sign up, then what are other guys gonna 
think of me?”’. The second reason was the idea that men 
do not think they will be affected by rape: ‘they teach girls 
not to be raped and then there’s less focus on guys not to 
rape […], girls are more likely to get involved because 
they go well how can I stop this happening […] whereas 
guys kind of go well I’m not gonna join in with […] I’m 
not gonna get affected’. The third reason was the need to 
uphold hegemonic masculinity; that there is ‘an idea of 
what a manly man is and […] if they invest time in this, 
then it sort of goes against this sort of idea’. Participants 
suggested that enlightening men about issues of sexual 
violence could be done in a way ‘that doesn’t like offend 
their masculinity’. Nonetheless, they thought it was 
important that hegemonic masculinity be challenged. 

Participants acknowledged the common 
misconception that only women are affected by sexual 
assault, but explicitly rejected the myth that men cannot 
be raped: ‘there are male victims as well’. Participants 
acknowledged that anyone can perpetrate sexual assault 
or sexist behaviours. The need to uphold ‘social 
stereotypes and gender roles’ was perceived to be 
detrimental to male victims of sexual assault: ‘not a lot of 
guys actually come forward because there is that whole 
like sense of macho kind of stuff, like when you’re a man, 
you don’t get raped […] it’s kind of the culture in guys for 
some reason and it’s embarrassing to say that they’ve 
been raped […] so they don’t come forward’. 

DISCUSSION 
The aim of this study was to explore how young 

women make sense of rape culture and rape myths after 
participating in a bystander sexual violence prevention 
programme. Participants discussed rape culture as 
something they, or people close to them, had experienced. 
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Participants tended to reject rape myths, sometimes 
attributing this rejection to perspectives they had learned 
in the sexual violence prevention workshops. However, 
participants showed subtle rape myth acceptance after 
participation in the workshop. Participants spoke about a 
perceived lack of male engagement in sexual violence 
prevention and the ways this could be addressed. 

Female participants spoke about their lived experience 
of rape culture. This finding should be of little surprise 
given the prevalence of sexual violence towards women. 
The way women discussed rape culture in the wake of the 
workshop implies that they were able to relate the 
workshop content to what they or others had experienced. 
Participants found the workshop valuable for helping 
them continue to challenge rape culture. Participants 
discussed the bystander sexual violence prevention 
workshop as having strengthened their rejection of rape 
myths. This finding aligns with previous literature that 
shows an association between participation in the 
bystander workshop and decreased rape myth acceptance 
(Moynihan et al., 2010). However, a reduction in rape 
myth acceptance does not mean a complete rejection of 
rape myths. Participants in this study explicitly accepted 
the myth that perpetrators of sexual assault are mentally 
ill and appeared to implicitly accept the myths that more 
sexual assaults occur between strangers or on dark streets 
at night. 

Overall, these findings help identify subtle aspects of 
rape myths that may be more resistant to change than 
quantitative research has suggested. In this study, 
participation in a bystander sexual violence prevention 
workshop did seem to decrease participants’ explicit rape 
myth acceptance for most myths, as has been found in past 
research (Banyard et al., 2007; Moynihan et al., 2010, 
2011, 2015; Potter & Moynihan, 2011), but it may not 
have decreased implicit rape myth acceptance. Future 
research could investigate residual and implicit rape myth 
acceptance further and explore whether certain rape myths 
are more resistant to change than others. Qualitative 
methods made the exploration of nuanced perspectives on 
these myths possible. Open questioning in the focus 
groups revealed participants’ implicit rape myth 
acceptance, whereas traditional survey measures may 
have only captured participants’ explicit rejection of the 
myths. This finding highlights the necessity of ongoing 
qualitative and quantitative evaluations of sexual violence 
prevention programmes.  

The female participants in this study perceived men to 
be lacking a vested interest in challenging rape culture. 
Participants perceived men to be oblivious to issues of 
sexual violence. Previous literature has suggested that 
women tend to have greater knowledge about sexual 
violence than men (Banyard, 2008). Participants 
perceived that men tend to have higher rape myth 
acceptance, and this is consistent with previous literature 
in which women have lower rape myth acceptance than 
men (Suarez & Gadalla, 2010). 

Participants also had a perception that social 
expectations of hegemonic masculinity dissuaded men 
from getting involved with sexual violence prevention. 
This perception is consistent with literature exploring the 
link between masculinity and sexual violence. For 
example, the pressure to conform to masculine norms and 

the acceptance of behaviour aimed at objectifying women 
were found to potentially mediate the relationship 
between fraternity membership and acceptance of sexual 
violence in a sample of male American college students 
(Seabrook, Ward, & Giaccardi, 2018). Men’s acceptance 
of and adherence to masculine stereotypes is thought to 
both justify the degradation of women and absolve men of 
responsibility for such behaviours (Giraldi & Monk-
Turner, 2017). These findings imply that it is important to 
find ways to encourage men’s involvement with sexual 
violence prevention. Participants discussed some ways 
that this could be achieved: educating men about sexual 
violence in a way that does not offend their masculinity 
and shifting norms among men so that engaging with 
sexual violence prevention is accepted. 

The present study had several limitations, one being 
that the sample only included a moderate portion of the 
overall cohort. Given that seven women out of a larger 
group who completed the bystander sexual violence 
prevention workshop participated in focus groups, the 
themes arising from this sample should not necessarily be 
taken as being reflective of all participants in the wider 
study. Future research could use similar methods with a 
larger cohort and could also use similar methods with 
male participants. 

Another limitation was that participants had 
volunteered for both the bystander sexual violence 
prevention workshop and the focus groups. Participants 
whose participation in a bystander workshop is 
compulsory might discuss rape myth acceptance in a 
different way. Future research could explore rape myth 
acceptance in participants of compulsory sexual violence 
prevention workshops. In our study, the total number of 
participants who elected to participate in the workshop 
sessions was only a small portion of those invited to 
attend. If universities were to implement sexual violence 
prevention workshops on a wider scale, it would be 
important to consider whether compulsory sessions would 
be successful. For example, it would be worth exploring 
whether compulsory workshop attendance is associated 
with unintended ‘backlash’ effects (see Moynihan et al., 
2010, 2011), where participants’ attitudes or behaviours 
worsen after the intervention. 

Participants in this study were all in their first year at 
university. Banyard and Moynihan (2011) noted that first-
year students are at a unique developmental stage, 
meaning that the way they respond to sexual violence 
prevention messaging may not be reflective of all 
students’ responses. It would be beneficial to explore rape 
myth acceptance in students of different year groups who 
have participated in sexual violence prevention 
workshops. 

An established aspect of bystander sexual violence 
prevention workshops is open discussion (Banyard et al., 
2010). Participants who attended different sessions of the 
workshops may have been involved in quite different 
discussions despite the overall standardisation. The extent 
to which these discussions shaped participants’ views is 
unknown. A related limitation is that the focus groups 
took place up to several weeks after participants had 
attended the bystander workshops. Other events in 
participants’ lives during this time may have affected their 
perspectives on the issues raised in the bystander 
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workshops. This limitation is common in studies 
evaluating the bystander workshop (e.g., Moynihan et al., 
2010). However, it is worth noting that participants in the 
present study did appear to remember content from the 
bystander workshops well, which is another positive 
outcome. 

Sexual violence prevention efforts are needed to 
ameliorate the high rates of sexual violence in 
Aotearoa/New Zealand (Fanslow & Robinson, 2011), 
particularly the disproportionately high rates experienced 
by Māori (Ministry of Justice, 2015, 2019). It is therefore 
critical that prevention efforts like bystander workshops 
are culturally meaningful to Māori. Definitions of sexual 
violence are not universal and Pākehā definitions of 
sexual violence are not necessarily relevant to Māori 
(Pihama et al., 2016). Intergenerational trauma, forced 
migration, and the mandated adoption of Western 
ideologies through colonisation have been identified as 
major contributors to the disparity in rates of sexual 
violence between Māori and non-Māori New Zealanders 
(Cavino, 2016; Pihama et al., 2016; Robertson & Oulton, 
2008). It is important to consider how sexual violence 
prevention efforts can include definitions of sexual 
violence that are located within a Māori worldview, for 
example by considering sexual violence as an act which 
harms both individual and collective well-being (Pihama 
et al., 2016). 

The bystander sexual violence prevention workshop 
that our participants attended was originally developed in 
the US by Banyard and colleagues (Banyard et al., 2007; 
Moynihan et al., 2010, 2011, 2015; Potter & Moynihan, 
2011). Translating this workshop to the cultural context of 
the participants involved incorporating discussions of 
media about local cases of sexual violence. Future 
consideration must be given to whether this modification 
alone is sufficient when delivering such workshops in the 
context of in Aotearoa/New Zealand. Future research 
involving Māori participants and led by Māori researchers 
working within a Kaupapa Māori framework may help 
inform an understanding of how these workshops could 
incorporate definitions of sexual violence beyond 
dominant Western understandings. 

Furthermore, future research could explore whether 
the subtle aspects of rape myth acceptance and overt 
aspects of rape myth rejection discovered in this study 
remain for longer periods after attending sexual violence 
prevention workshops and how those aspects translate 
into everyday interactions, such as responding when rape 
jokes are made by others. Understanding the long-term 
trajectory of rape myth rejection would allow universities 
to make decisions about implementing workshops on a 
large scale and understanding whether it is sufficient for 
students to participate once during their time at university 
or whether booster sessions might be beneficial to address 
subtle rape myth acceptance. 

In this study, semantic analysis led to the development 
of themes that broadly captured the perspectives 
expressed by the young women who participated. In 
future studies, particularly of larger data corpuses, it could 
be useful to take a latent approach to analysis (as outlined 
by Braun & Clarke, 2006, and others who have provided 
guidance for discursive approaches to analysis). Latent 
analyses would allow deeper exploration of how 

participants’ experiences and reflections of sexual 
violence prevention workshops can be understood in 
terms of wider discourses about sexual violence, as this 
will be pertinent to informing how the workshops can 
meet their goal around enduring attitudinal change. For 
example, a latent approach could provide a deeper insight 
into findings of the present study such as the residual 
endorsement of the rape myth that sexual assault is more 
common on a dark street, by considering how this finding 
can be understood in relation to endorsement of victim 
blaming. Similarly, findings around women’s perceptions 
of men’s disinterest in sexual violence prevention could 
be more deeply understood in relation to wider discourses 
around masculinity and gender roles. 

The current study only involved participants who had 
completed the bystander sexual violence prevention 
workshop. There was no exploration of whether different 
themes about rape myths arose in focus groups with 
participants who had not participated in a bystander sexual 
violence prevention workshop. Further, the extent to 
which participating in the bystander workshop affected 
participants’ perspectives on rape myths could only be 
investigated by asking participants whether they believed 
they had held different attitudes before the workshop; 
there was no quantitated comparison of attitudes before 
and after participation in the workshop. These limitations 
suggest two directions for future research. Firstly, themes 
arising in focus groups using participants who either did 
or did not complete the programme could be compared. 
Secondly, focus groups could be carried out with one 
group of participants before and after they participated in 
a bystander sexual violence prevention workshop, thus 
allowing themes from each time point to be compared. 

This qualitative study has provided novel insights into 
how young women who have completed a sexual violence 
prevention workshop discuss rape culture. The female 
participants spoke about a lived experience of rape culture 
and their perception that men need to be encouraged to 
challenge rape culture. The analysis identified some 
aspects of rape myth acceptance that remained after the 
intervention. The results imply that there is scope to 
investigate how certain aspects of sexual violence 
prevention workshops might be modified in order to 
optimise their intended outcomes. 
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Measuring Racial Prejudice in New Zealand Pre-schoolers and 
testing an intervention to reduce the same using brief cross-race 

friendship picture books 
Anita A. Azeem, John A. Hunter and Ted Ruffman 
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This study with 88 children from Dunedin (MAge = 5.18, SD = 1.32) aimed to measure racial 
prejudice, particularly that against Asians and Arab Muslims. Each participant was requested to 
complete two tasks to measure their explicit bias and one task to measure their implicit bias. 
Together, the results indicated that young children display a greater preference for friendship with 
own race and rate children from own race more positively than children from other races. Further, 
when these participants were tested again post-intervention (a month of reading picture books 
about cross-race friendships) they did not show any change thereby indicating that this prejudice 
not only develops early but is also fairly rigid. Additionally, children’s implicit prejudice displayed a 
positive relation with parent’s racism score indicating that the children may have learnt such 
attitudes from their parents. 
 
Keywords:   Prejudice in NZ, Muslim Prejudice, Asian Prejudice, Racial Prejudice, Preschool 
 

Introduction 
In January 2020, a woman in Dunedin reported that 

her 9-year-old daughter was verbally abused by some 
boys of the same age who called her a ‘stinky Indian’ and 
rubbed dog excrement all over her face at a local 
playground (Ayling, 2020). While an incident of this 
nature is shocking, it indicates a deeper problem, i.e. the 
prevalence of racial prejudice in children. New Zealand 
has generally maintained its position as a peace-loving 
nation governed by an empathic leader who spoke 
regarding the Muslim community that, “they are us” 
immediately after the 2019 Christchurch mosque attack. 
However, certain discriminatory acts indicate that perhaps 
the wider population may not resonate with the Prime 
Minister. In fact, recent scientific findings within the 
country indicate that prejudice against Muslims is 
substantially higher than towards any other religious 
group (Greaves et al., 2020; Wilson, 2019). Further, 
Asians are the least warmly rated ethnic group (Sibley & 
Ward, 2013) and one fourth of New Zealanders feel that 
Asians are the most discriminated group in the country 
(Human Rights Commission, 2010). Taken together, these 
findings indicate that racial prejudice and discrimination 
against Asians and Muslims in New Zealand exists and 
cannot be denied.  

While most of the current studies in the country have 
focused on measuring attitudes amongst adults, little is 
known about whether the same trends follow in children. 
The purpose of the current study, therefore, was to fill that 
gap in literature and to understand how young children in 
NZ feel about ethnic and racial minorities. Our research 
had two main goals: First, to measure pre-schoolers 
prejudice against Asians and Arab Muslims and second, 
to see if such prejudice could be reduced by introducing 
cross-race friends via picture books. 

 
 

Development of Racial Preference 
Elaborate research in prejudice development has 

indicated that racial preference starts at an early age. For 
instance, Kelly et al. (2005) found that at 3 months, 
children start displaying a preference for their own race, 
although such a preference is not present at birth. Further, 
Bar-Haim et al. (2006) found that infants who were 
exposed to multiple races did not show an own-race 
preference. This finding is crucial in understanding that 
early exposure to multiple races may reduce own race 
preferences. By 9 months, infants are able to categorise 
own-race faces into one category and other-race faces into 
a separate category (Quinn, et al., 2016), and begin to 
associate ‘own race’ with happy music and ‘other race’ 
with sad music (Xiao et al., 2017). Between 10 and 12 
months, children show a preference towards snacks and 
toys endorsed by someone who speaks their native 
language (Shutts et al., 2009) and between 14 and 18 
months, toddlers imitate physical actions of a native 
speaker more than those of a foreigner (Buttelmann et al., 
2013). 

The same trends continue in pre-schoolers (age 2 to 5) 
who prefer to play with and allocate more resources to 
people from their ‘own race’ (Kinzler & Spelke, 2011; 
Renno & Shutts, 2015) particularly when distributing 
limited resources (Lee et al., 2018). A similar pattern was 
also reported by Fehr et al. (2008) in 5- to 6-year-olds but 
not in 10- to 11-year-olds, as the older children were 
guided by principles of fairness while distributing 
resources. As a result, older children made conscious 
efforts to be fair and inclusive but younger children were 
not able to do the same. Thus, discriminatory attitudes and 
behaviours might be more easily observable in younger 
children as compared to older children (Rutland et al., 
2005). However, research on prejudice with very young 
children has also found some inconsistencies. For 
instance, Howard et al. (2015) found that 3-year olds, but 
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not younger children, strongly screened out outgroup 
information and showed such strong dispreference for 
outgroup individuals that they even avoided toys offered 
by them.  

In sum, a preference for own race has been found even 
in infants, but has been noted to become more evident in 
preschool children. These findings suggest that early life 
(e.g., preschool to the beginning school years) is a time 
when children have developed clear preference for own 
race, which may be easily observed in an experimental 
setting. Therefore, this age might be a particularly good 
time for assessing prejudice and in testing interventions 
aiming to reduce it (Gonzalez, et al., 2017).  

 

Implicit and Explicit Bias 
Prejudice (a preference for ‘own race’ over ‘other 

race’) can be either implicit or explicit. Implicit prejudice 
refers to an unconscious, automatic association that 
affects judgments, yet the person might not be completely 
aware of them (Baron, 2015) whereas explicit prejudice 
refers to observable, discriminatory behaviour 
(McGlothlin & Killen, 2010). There have been mixed 
results regarding the relation between explicit and implicit 
bias. For instance, Rutland et al. (2005) reported no 
significant relation between the two, whereas Newheiser 
and Olson (2012) found explicit bias to be a significant 
predictor of implicit bias. A meta-analysis conducted by 
Hofmann et al. (2005) found a weak relationship between 
implicit and explicit prejudice. Further, Dovidio et al. 
(2002) noted that both manifest in different ways. Thus, 
implicit bias accounts for nonverbal friendly contact and 
explicit bias accounts for verbal friendliness in an 
interracial context. It is therefore important to measure 
both. 

Past studies have largely focused on explicit bias 
measurement and its reduction but recently there has been 
an interest in studying implicit bias. By the age of 3 years, 
if not earlier, children display signs of implicit racial bias 
(Dunham et al., 2013) and this bias has been found to 
remain stable and resistant to numerous age-related 
factors. Explicit bias, on the other hand, has been 
successfully reduced by intergroup contact in 3- to 5-year-
old children (McGlothlin & Killen, 2006). 
Parent-child prejudice connection 

Recent studies have, by and large, indicated a relation 
between many different types of parental attitudes and 
children’s prejudiced attitudes (e.g., see the meta-analysis 
by Degner & Dalege, 2013). Regarding implicit bias, 
Castelli et al. (2009) found that it is more easily 
transmitted from parents to young children. We therefore 
included measures of parent’s’attitudes in our study.  

There are certain measures of social attitudes that 
correlate with prejudice, chief amongst these, Social 
Dominance Orientation (SDO) and Right-Wing 
Authoritarianism (RWA). SDO assesses one’s acceptance 
of inequalities in society, whereas RWA relates more to 
one’s willingness to submit to authorities perceived as 
established and legitimate (Duckitt & Sibley, 2010). In 
New Zealand, where the present study was carried out, 
SDO has been found to relate to low warmth towards 
ethnic minorities, and RWA to anti-immigration attitudes 
(Satherley & Sibley, 2016). These findings have been 
obtained with adults, but recently, Ruffman et al. (2020) 
found links between maternal SDO and prejudice in 

children aged 6 to 12 years as well. Additionally, studies 
with adolescents and their parents have indicated that 
parental SDO and RWA are specifically and uniquely 
related to offspring SDO and RWA respectively (Duriez 
et al., 2008). Therefore, in the present study, we included 
specific instruments to measure parents’ racial prejudice 
to examine potential links between parental racial 
attitudes and pre-schoolers’ racial prejudice.  

 

Reducing Interracial Prejudice 
Childhood attitudes are argued to be more malleable 

than those in adults, and therefore, it is important to try 
and shift negative beliefs about the ‘other race’ at a young 
age (Aboud et al., 2012; Raabe & Beelmann, 2011). Prior 
interventions based on contact theory (Allport, 1954) have 
successfully reduced prejudice in school-age children by 
encouraging contact between minority and majority 
ethnicities (see the meta-analyses by Aboud et al., 2012;  
Ülger, et al., 2018), and so have studies using imagined 
contact (Birtel et al., 2019). Thus, we examined whether 
children’s attitudes toward other ethnicities might also be 
changed, although in our case, we used brief picture books 
which introduce children to ‘other-race’ characters for 
four weeks. 

 

Our specific hypotheses were: 
1. An own-race preference will be evident in children 

as young as 3 years on both implicit and explicit 
measures. 

2. Older children (above 5 years) will show less explicit 
bias than younger children as indicated by previous 
research, although implicit prejudice would be 
maintained (see above). 

3. There would be a positive relation between parents’ 
racial attitudes and children’s racial attitudes. 

4. Reading cross-race friendship books will increase 
familiarity and reduce racial prejudice towards 
Muslims and Asians amongst participants in the 
Experimental (Asian Friendship) group. 

 
METHODS 

Participants 
The sample consisted of 88 children between 3 and 8 

years old (M = 5.18, SD = 1.32). Data were collected 
between August, 2019 and December, 2019. All of the 
participants were from Dunedin, New Zealand. Seven 
children were excluded because they did not identify with 
the European ethnicity. That is, at the beginning of the 
experiment, each participant was asked to point to the 
picture of the child that was similar to them (while being 
presented with a photograph of two children of the same 
gender and roughly the same age but who were either 
European or Asian). Seven children pointed towards the 
Asian child’s photograph. Therefore, we excluded these 
seven cases from all further analyses. Of the remaining 
children that constituted our final sample, 36 were boys 
and 45 were girls. The accompanying parent was almost 
always the mother, with her highest education recorded as 
a measure of socio-economic status (M = 2.73; SD = .869, 
where 1 = some high school, 2 = some professional or 
vocational training, 3 = undergraduate degree and 4 = 
post-graduate degree). 

Based on evidence suggesting that younger children 
display greater prejudice than older children (Gonzalez, 
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Steele, & Baron, 2017; Raabe & Beelmann, 2011), we 
spilt the data into two age groups: Younger (M= 4.08; SD= 
.567 and Older (M=6.41; SD=.704) with roughly equal 
number of participants in each age group. 

Further, for analyses pertaining to the Implicit Racial 
Bias Test, we excluded children for various reasons (see 
below), which left 56 children (Mage = 5.57, SD = 1.30). 
A post hoc power analysis using G*Power3 (Faul et al., 
2007) indicated that to test the experimental group 
differences in the two age groups, with a medium effect 
size (f=.25), and an alpha of .05, a total of 54 participants 
were required to achieve a power of .95. Thus, for both 
explicit and implicit measures, we had enough 
participants to go ahead with the repeated measures 
analyses. 

 
Measures 

Pre/Post Exposure Tasks for Children 
Participants’ racial attitudes from three tasks were 

examined pre- and post-media exposure. These measures 
included the following tasks. 

Explicit Race Preference Task. We asked children 
short questions about who they thought was kind or 
helpful (Appendix A). For example, one of the stories was 
about a ‘kind’ boy who saved a kitten from drowning, 
with children asked which was the kind boy (with two 
pictures, one displaying an Asian and the other a European 
child). All the questions had positive adjectives and the 
participants were asked to pick one of the two options. 
These positive adjectives were adapted from the 
Preschool Racial Attitude Measure II (PRAM II) by 
Williams, et al (1975) and some of these were included in 
the friendship books as well. All the pictures in this task 
were matched for age and attractiveness based on the 

ratings obtained from 20 postgraduate students. There 
were five pairs of girls and five pairs of boys. All 
responses favouring Europeans were coded as ‘1’ and 
those favouring Asians were coded as ‘-1’. The maximum 
score possible over 10 trials was 10 and the minimum was 
-10, with a positive score indicating that participants 
demonstrated a greater preference for their ‘own race’ and 
a score of 0 indicating no preference for either race. 

Explicit Discrimination Task. In four different 
scenarios, we asked children how far or close they would 
like to be to Olivia, Khadija, Adam and Yong Chen (see 
Appendix A, Discrimination Task). For this task, children 
were presented with pictures of two European children’s 
pictures (Olivia and Adam) and two Asian children’s 
pictures (Khadija and Yong Chen). The names were kept 

the same as those that would appear in the books during 
intervention with the expectation that children from the 
experimental group would show greater acceptance 
towards Khadija and Yong Chen after reading the books.  

For these tasks, children could choose from 1 (very 
close) to 7 (as far as possible).  Olivia and Adam were 
European children who appeared in the European 
friendship books whereas Yong Chen and Khadija were 
Asian children who appeared in the Asian friendship 
books. This scale was similar to the one constructed and 
used by Berger et al. (2015) to assess discriminatory 
tendencies in the Israeli–Palestinian context although our 
scale had four items rather than a single item to increase 
sensitivity. 

Implicit Racial Bias Test (IRBT). This task, like the 
other two, was repeated at pre- and post-intervention. Our 
version of the IRBT followed that used by Qian et al. 
(2019) for pre-schoolers (which had been adapted from 
Cvencek et al., 2011). As with other implicit bias tests, the 
purpose was to measure whether children had a positive 
association with their own race and a negative association 
with the other race. As opposed to the traditional Implicit 
Association Test, the IRBT requires participants to learn 
only one set of associations at a time. It also uses images 
instead of words, which makes it more suitable for pre-
schoolers (Danziger & Ward, 2010). This format is similar 
to that used by researchers to explore implicit gender bias 
(Cvencek et al., 2011), body shape bias (Thomas et al., 
2007) and racial bias (Qian et al., 2019). We measured 
children’s levels of pro-European/anti-Asian bias by 
calculating how quick they were to pair ‘thumbs up’ and 
‘thumbs down’ icons with European vs. Asian faces (see 
Figure 1).  

We administered the IRBT using an iPad Mini by 
Apple Inc., which had a screen size of 7.9 inches and 
seemed to fit perfectly into tiny hands. The touch screen 
made it easier for children to select their answers. We used 
the Perception Research Systems software®. Participants 
were presented with 20 Asian children (10 boys and 10 
girls) and 20 European children (10 boys and 10 girls), 
with children dressed in culture-consistent dress and 
headgear in two blocks. These sets of images were 
matched for age and attractiveness after a pilot test based 
on the ratings obtained from 20 postgraduate students 
(details discussed below). Each participant saw one image 
at a time in the centre of the screen, with options of 
‘thumbs up’ button and a ‘thumbs down’ button (see 
Figure 6.1). For congruent pairings, participants were 
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asked to press the ‘thumbs up’ button when they saw a 
child similar to themselves, but the ‘thumbs down’ icon 
when they saw someone different. These rules were 
reversed for the incongruent trial. Approximately half of 
the participants completed the incongruent trial first while 
the others completed the congruent trial first to control for 
any effects of fatigue or practice. We also had one practice 
block at the beginning of each block to familiarize 
participants to the format. Therefore, each participant 
completed a total of four blocks: two practice blocks 
(eight questions each) and two trial blocks (20 questions 
each). We replaced each incorrect trial by the mean 
response time for correct responses and added 600ms 
penalty following the procedure recommended by 
Greenwald et al. (2003). In line with prior Implicit 
Attitude measures, we excluded the practice trials as well 
as any response latencies above 10,000 ms or below 300 
ms. We also excluded any child with an error rate > 60%, 
and any trial with an average response latency 3 SD above 
the mean response latency (Cvencek et al., 2011; Qian et 
al., 2019). This left us with 56 participants (see the 
Participants section).   

We computed a D-score in accordance with prior 
researchers (Greenwald et al., 2003; Qian et al., 2019) by 
using the equation: (RTincongruent-RTcongruent)/SD. 
This D-score was used for all further analyses of implicit 
bias in this study. A D-Score of 0 indicates no bias, a 
positive D-Score indicates own-race preference, and a 
negative D-Score indicates other-race preference. 

Parental Attitudes 
For measuring parental attitudes, we used three 

measures:  
SDO and RWA. SDO was assessed using six items 

from the original SDO scale (Pratto et al., 1994, see 
Appendix A). The reason for using the short version was 
to make sure that parents did not lose motivation with a 
lengthier version. Other researchers have found this six-
item scale to successfully measure SDO (Bergh et al., 
2015; Osborne et al., 2017; Stanley et al., 2019). For each 
of the six questions, parents rated the extent to which they 
agreed to each statement on a 7-point Likert scale ranging 
from 1 (strongly disagree) to 7 (strongly agree). Three 
items favoured dominance and three favoured equality. 
After reversing the items that favoured equality, we 
averaged all six to create one variable for SDO. The SDO 
scale for the parents had an acceptable internal reliability 
after deletion of item 3 (α = .745; M = 1.83; SD = .869)  

RWA was assessed using six items from the RWA 
scale (Altemeyer, 1998, see Appendix A) following other 
researchers who found this scale to accurately gauge right-
wing authoritarian attitudes (Stanley et al., 2019). Parents 
again rated the extent to which they agreed with each item 
on a 7-point Likert scale ranging from 1 (strongly 
disagree) to 7 (strongly agree). We then created a 
composite score after reversing the three reversed items. 
The RWA scale had an acceptable desirable internal 
reliability after deletion of item 1 (α =.697; M = 2.34; SD 
= 1.10).  

Racism, Acceptance and Cultural-Ethnocentrism 
Scale (RACES). Parent racism was assessed using the 
RACES (Grigg & Manderson, 2015), a 24-item scale 
consisting of three subscales (Accepting Attitudes, Racist 
Attitudes and Ethnocentric Attitudes). RACES was 

developed bearing in mind the Australian culture so for all 
questions the country name ‘Australia’ was replaced with 
‘New Zealand’ in the current study. It consisted questions 
like, “If people aren’t happy with NZ, they should go back 
to their own country” and “People from all backgrounds 
are equal”. The latter item, along with 11 more items, 
were reverse-scored, and a composite score was created 
for all 24 items (α =.843; M = 1.75; SD = .338). Parent 
Racism positively correlated with SDO, r = .22; p =.049 
but not with RWA, r = .206; p =.067.  

 
Procedure  

Participants were tested before and after four weeks of 
reading friendship storybooks outlining friendship 
between two children who were either all European 
(which will be referred to as European Friendship group), 
or between children who were European and Asian/ Arab 
Muslim (which will be referred to as Asian Friendship 
group from hereon). In the first session, we measured 
children’s explicit racial attitudes with two measures (see 
Appendix A) and recorded their implicit racial attitude 
using the Implicit Race Bias Test (IRBT) that we had 
created. We also obtained the parent’s SDO, RWA and 
Racism (RACES) scores in the first session (see Appendix 
B). Children were then randomly assigned two books 
(either about European Friendship or about Asian 
friendship depending on which experimental group they 
had been randomly assigned to. These short picture books 
had the same text, with only the names and images (race) 
of the characters differing. The Experimental group (n = 
45) received stories about friendship with an Arab and 
Chinese child namely ‘How I met Khadija’ and ‘How I 
met Yong Chen’. The Control group (n = 36) received 
stories about two European children named ‘How I met 
Olivia’ and ‘How I met Adam’. Both stories followed the 
same pattern of initial anxiety when the new character was 
introduced and then eventually a long-lasting friendship 
after learning that they had similar interests and desires. A 
few positive adjectives from PRAM II by Williams et al 
(1975) were included in these books. These were the same 
that would be measured in the explicit racism task prior to 
and after reading these books.  

The parents were instructed to read the books to the 
children, on average three times a week for four weeks as 
prior research indicates that reading stories across four to 
six settings is more effective in reducing bias (Aronson et 
al., 2015; Cameron et al., 2006). Parents were also given 
a reading schedule sheet to record the number of times 
they had read each book and to note any comments made 
by the child. For this experiment, the average number of 
times a participant had read the books was, M = 13 times; 
SD = 8.12. After this, the participants were retested on the 
explicit and implicit tasks. 

RESULTS 
The descriptive statistics for all the measures are 

presented in Table 1. 
 
Implicit Bias Results 

D-Scores scores were normally distributed, as 
assessed by Shapiro-Wilk's test (p > .05) and there were 
no outliers in the data, as assessed by inspection of a 
boxplot. We explored IRBT D-score in a 2 (Age Group: 
3- & 4-year-olds, 5-years +) x 2 (Experimental Group: 
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European friendship, Asian friendship) x 2 (Time: pre-
test, post-test) mixed analysis of variance (ANOVA). Age 
Group and Experimental Group were between-subjects 
variables and Time was a within-subjects variable. There 
was no main effect for Time, F (1, 65) = .125, p = .725, 
ηp

2 = .002, Experimental Group, F (1, 65) = 1.71, p= .195, 
ηp

2=.026, or Age Group, F (1, 65) = .520, p = .473, ηp
2 = 

.008. Neither were there any significant interactions (all 
Fs < 1.59 and all ps > .212).  

Although D-scores were not affected by the 
Experimental Group or Age, they did indicate bias. Thus, 
when collapsing over Experimental Group and age, the D-
score at Time 1 (M = .246; SD = .849) was significantly 
different from a no-bias score of 0, t (55) = 2.17, p = .035, 

Cohen’s d = .29.  
Explicit Bias Results 

Next, we explored Explicit Race Preference in a 2 
(Age Group: 3- & 4-year-olds, 5-years +) x 2 
(Experimental Group: European friendship, Asian 
friendship) x 2 (Time: pre-test, post-test) mixed analysis 
of variance ANOVA. There was no main effect for Time, 
F (1, 79) = .115, p = .736, ηp

2 = .001, Experimental Group, 
F (1, 79) = 1.43, p = .707, ηp

2 = .002, or Age Group, F (1, 
79) = .012, p = .912, ηp

2 = .000. Neither were there any 

significant interactions (all Fs < .171 and all ps > .681). 
Although Race Preference scores were not affected by the 
Experimental Group or age, they nevertheless indicated 
bias. Thus, collapsing over Experimental Group, and 
when examining pre-intervention scores, the Race 
Preference score (M = 2.28; SD = 3.59) was significantly 
different from 0 (with 0 indicating no bias and a positive 
score indicating an own-ethnicity bias), t (78) = 5.64, p < 
.001, Cohen’s d = .63.  

Next, we explored Explicit Discrimination in a 2 
(Time: pre-test, post-test) x 2 (Age Group: 3- & 4-year-
olds, 5-years +) x 2 (Experimental Group: European 
friendship, Asian friendship) mixed methods ANOVA. 
Time was a within-subjects variable whereas Age and 

Experimental Groups were between-subject factors. The 
results of this analysis indicated that there was no main 
effect for Time, F (1, 77) = .007, p = .933, ηp

2 < .001, 
Experimental Group, F (1, 77) = .029, p = .866, ηp

2 < .001, 
or Age Group, F (1, 77) = .361, p = .550, ηp

2 = .005. 
Neither were there any significant interactions (all Fs < 
2.13 and all ps > .334).  

Finally, we used multiple regression analysis to 
predict the D-score at Time 2, with Time 1 ratings, Parent 
SDO, Parent RWA and Parent Racism as predictors. All 
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predictors were entered in a single step. Together, these 
variables predicted a significant amount of variance in the 
Time 2 D-score, F (4, 62) = 5.38, p = .001), with an R2 of 
.258. Time 1 Ratings and Parental Racism were 
significant predictors on their own, even after accounting 
for the variance explained by the other variables (p = .006 
and p = .011 respectively). We then used two similar 
analyses to examine Time 2 Race Preference and Time 2 
Asian Discrimination. The results are presented in Table 
6.2. 

 
DISCUSSION 

In this experiment, we examined whether young 
children in New Zealand displayed a preference for own-
race over other-race and if that could be reduced by brief 
but repetitive media exposure to Asian and Muslim 
characters via short cross-race friendship picture books. 
The results indicated that children as young as 3 years old 
consistently demonstrated a preference for their own race 
at both an explicit and implicit level. These results are in 
line with what other researchers have found for children 
of this age range (Baron & Banaji, 2006; Dunham et al., 
2006; Qian et al., 2016) However, this study is unique as 
no study has examined anti-Asian and anti-Muslim bias in 
NZ children. The results of our study indicate that children 
display the same trends in racial and religious prejudice as 
adults in NZ. 

Further, the results also indicated that the preference 
for own race was hard to change in pre-schoolers such that 
that exposure to books about friendship with Asian 
characters (13 times on average) was not enough to reduce 
prejudice. Children continued to choose own-race 
(European) playmates and associated positive adjectives 
with them more readily than with Asian or Muslim 
children.  Moreover, we did not find any effects between 
the Age Groups for either implicit or explicit bias in this 
study. Some other researchers have also arrived at similar 
results (e.g. Dunham et al., 2006; Setoh et al., 2017; Qian 
et al., 2016) providing evidence that racial biases emerge 
early and remain stable throughout life.  Our results also 
support that implicit bias may be consistent across early 
childhood. Further, contrary to our hypothesis that explicit 
bias would reduce over age, we found that it was not the 
case. Perhaps 5- and 6-year olds (who constituted the 
older children in this study) had not yet achieved the level 
of fairness that Fehr et al. (2008) noted in 10-year-olds 
which marks the transition towards becoming consciously 
aware and thus avoiding race discrimination in everyday 
life or at least attempting to conceal it in an experimental 
setting. 

Parental RWA and SDO were unrelated to child 
attitudes but parent racism was related to implicit own-
race bias in children, emphasising the importance of 
intergenerational transmission of prejudiced attitudes. 
This finding is similar to Castelli et al. (2009) who found 
that children are able to pick up non-verbal cues from their 
parents. Thus, they may display a bias very similar to their 
parents, but without being aware of it. Taken together, our 
results indicate that children as young as 3 years old 
display anti-Asian and anti- Muslim prejudice that is 
relatively inflexible, and that parental attitudes are 
important in shaping children’s racist attitudes at least at 
an implicit level.  

One limitation of this study was that parents were 
reading the picture books to their young children. Recent 
studies have addressed the role of communicator in the 
process of bias reduction. For instance, Endendijk et al. 
(2014) found that mothers were subtly communicating 
gender stereotypes to their children while reading 
storybooks. Further, regarding racial bias, Pahlke et al. 
(2012) found that while reading books that encourage 
discussion about interracial friendships, mothers shifted 
the focus to nonhuman friendships or other goals 
unrelated to race or discrimination. Indeed, other 
researchers have also found that White parents 
specifically refrain from discussing race with their 
children (Katz, 2003; Vittrup & Holden, 2011). This may 
have been the reason that children appeared to miss the 
emphasis on cross-race friendships and therefore reading 
the books made no difference to their racial attitudes.  

Further, during the data collection, we observed that 
many parents were reluctant to discuss race-related issues 
with their young children, some even explicitly remarked 
that it was unnecessary to read cross-race friendship 
books. Contrary to this view, there is evidence that books 
introducing children to different cultural narratives are 
important for developing diversity awareness and 
assisting in identity development, critical literacy and 
empathy (Drucker, 2003; Myers, 2014). Future research 
should therefore continue to explore how children’s 
attitudes would be affected by such cross-race friendship 
books when parents are excluded from this process 
altogether. 

It is also noteworthy that children growing up in 
Dunedin may have lesseexposure to cross-race 
individuals, perhaps substantially less than children 
growing up in Auckland, for instance, which has been 
rated as one of the world's most culturally diverse cities 
(International Organization for Migration, 2015). 
Therefore, it is possible that children in other cities, which 
have a greater in-person interaction with different races, 
show greater acceptance of other races. There is strong 
evidence that exposure to diverse cultures in childhood 
reduces prejudice and this would be an area worth 
exploring by conducting a similar study in other, more 
culturally diverse cities. 
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