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The author reviews the literature concerning cooperative problem solving
(CPS), the process in which two or more children collaborate by sharing
perspectives and exploring new ways to tackle common problems. The review
considers the definitions and measurements of CPS and various examina-
tions of its relationship to play and other factors such as surrounding condi-
tions, age, sex, and ability. Her findings reveal the complexity of CPS, which
involves both verbal actions and nonverbal behaviors and varies according to
the conditions of play, as well as children’s ages, sex, and individual abilities.
She also finds a significant positive relationship between CPS-associated
behaviors and play. Key words: comparative studies in play, cooperative
problem solving, early childhood and play

Introduction

STUDYING THE DEVELOPMENT of children’s cooperative problem solving
(CPS) during play proves particularly valuable in the twenty-first century. Chil-
dren growing up in a global society encounter problems that are relevant to
diverse cultures rather than being confined to specific groups. We often view
CPS as a process in which two or more children collaborate, by coordinating
their perspectives and exploring new ways to address shared challenges (Ashley
and Tomasello 1998). This process not only enhances social interaction among
children but also enables them to acquire new skills, knowledge, and disposi-
tions (Rogoft and Morelli 1997; Rubin et al. 2006).

Children’s engagement in CPS during play proves theoretically valuable
because play provides a pathway to construct their knowledge (Piaget 1951) and
develop problem-solving skills through interactions with more advanced peers
(Vygotsky 1978). We often hear that “play leads development” because children

65

American Journal of Play, volume 18, number 1 © 2026 The Strong
Contact Meilan Jin at jinm2@wwu.edu



66

AMERICAN JOURNAL ofF PLAY

strive to stay engaged in play episodes, even when faced with challenges, in order
to remain part of the learning group (Bodrova and Leong 2007). This effort to
engage with others during play encourages children to exhibit more advanced
behaviors—sometimes standing “a head taller” than what is typical for them
(Vygotsky 1978, 102).

The Relationship Between CPS and Play Contexts

Both cognitive development theory and sociocultural theory emphasize that
children are free to explore their psychological desires through play. Piaget
(1983) described play as enabling children to gain a sense of control over them-
selves and their environments, facilitating problem solving and the mastery
of new skills. In particular, play materials serve as mediational tools that help
children learn language, develop problem-solving skills, and engage in social
interactions (Piaget 1951).

Vygotsky (1978) viewed play as both a source and a context for development
in which children continue to learn within their zones of proximal development
(ZPDs). He defined ZPDs as the “distance between the actual developmental
level as determined by independent problem solving and the level of potential
development as determined through problem solving under adult guidance or in
collaboration with more capable peers” (86). Vygotsky argued that, in play con-
texts, children have opportunities to engage socially with advanced peers, which
enhances their ability to tackle complex problems, internalize skills learned from
interactions, and apply new knowledge to future challenges.

The positive relationship—both theoretically and practically—between
CPS and play is well documented. However, we still need systematic research
conducted in daily contexts to explore their in-depth relationship. Much of the
existing research on the CPS of preschoolers and its connection to play has
relied on experimental methods. Yet, children’s play takes place within social
contexts that differ significantly from controlled experimental settings (Rogoff
and Morelli 1997). Preschool-aged children spend a substantial amount of time
in school, engaging in various types of play in classroom environments. This
play is influenced by the social contexts of the classroom, which are shaped by
the beliefs and practices of teachers and the educational institution (VanHoorn
etal. 2011). These beliefs can lead to differences in classroom decision making,
resulting in diverse settings, materials, and time allocations for children’s indoor
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play (Cuffaro 1995; Dewey 1902, 1997). Therefore, it is likely that children’s CPS
during play in everyday classroom settings reflects these variations.

Review Purpose

Although CPS has been extensively studied in older children and adults, research
focusing specifically on preschool-aged children remains limited. This gap is
significant because early childhood is a critical period for the development of
foundational social, cognitive, and collaborative skills. Gaining a deeper under-
standing of how young children engage in CPS during play can contribute mean-
ingfully to both developmental theory and early educational practice.

Furthermore, much of the existing research on CPS in young children
has taken place in controlled experimental settings, which may not fully reflect
the complexity and nuance of children’s collaborative behaviors in everyday
learning environments. This review therefore places particular emphasis on
studies conducted in naturalistic settings—such as preschool classrooms and
play-based contexts—to capture better how CPS unfolds in real-world early
childhood education.

By synthesizing current findings, this review aims to identify key patterns,
highlight methodological and conceptual gaps, and propose directions for future
research that can inform both theory and practice. This analysis addresses the
following research questions: How has cooperative problem solving (CPS) been
defined and measured in studies involving preschool children? What is the rela-
tionship between CPS and play in preschool contexts? How do factors such as
age, sex, and ability influence CPS behaviors during play?

Method

Literature Search

A systematic literature search was conducted in accordance with PRISMA
(Preferred Reporting Items for Systematic Review and Meta-Analyses) guide-
lines using three databases: ERIC, PsycInfo, and Web of Science. Search terms
combined: “cooperative problem solving,” “play;” “
“collaborative problem solving” To capture the full scope of relevant literature

on children’s CPS during play—particularly studies conducted in naturalistic

preschool,” “children,” and
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settings—the publication date filter was set to “all time.” This decision allowed
the inclusion of both recent and earlier foundational studies. The search was
completed on September 9, 2022, and included all relevant articles published
prior to that date, yielding a total of 1,639 records for initial screening.

Inclusion Criteria of Publication

Duplicates (n = 587) were removed from the search results first, leaving 1,052
papers for screening. The screening process consisted of reading the abstracts
first and then reading the full texts. I followed the inclusion and exclusion cri-
teria (see figure 1) to identify articles that met all desired criteria. To ensure
reliability, my research assistant and I independently screened the papers using
the inclusion criteria, achieving 100 percent agreement on screening. After this
process, fourteen articles remained for full-text review.

One of the purposes of this systematic review is to understand the nature
of peer CPS and the relationship between peer CPS and play in preschool con-
texts. Therefore, I excluded studies that focused on teacher-child or care giver-
child interactions influencing children’s development of CPS, the impact of
technology-mediated environment on children’s CPS learning, or the mental
health impacts of care givers or teachers. I also excluded studies addressing

IN OuT

Topic Focus Studies focus on children's peer Studies focus on (1) technology-
cooperative /collaborative problem mediated collaboration, (2) teacher-child
solving during play interaction (3) caregiver-child

interaction, (4) mental health impacts of
caregivers/teachers on children’s CPS,
and (5) emotional regulation during
conflict resolution.

Age 3 - 5 years; typical development Infant/toddler; age 6 and onwards;
atypical development

Language of English Non-English

Manuscript

Research Design ~ Empirical research systematic reviews, meta-analyses,

research reports, and opinion papers

Publication Type Peer-reviewed articles Master's thesis and doctoral dissertations

Figure 1. Inclusion and exclusion criteria
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solely children’s emotional regulation during conflict resolution, because they
did not specifically focus on children’s CPS.

This review targeted preschool-aged, typically developing children. Thus, I
excluded studies involving participants beyond this age range or atypically devel-
oping children. However, I retained for analysis studies meeting both inclusion
and exclusion criteria. For example, I included a study involving both preschool-
ers and older children if it had relevant findings about the targeted population.
Opverall, I reviewed fourteen articles at the full-text level, resulting in the exclu-
sion of five articles, leaving nine articles for analysis.

Final Extraction

To conduct a thorough search for studies focusing on children’s CPS during
play in preschool, I reviewed the reference lists of the nine included articles.
By examining the titles, abstracts, and full texts of these references, I identified
an additional nine articles that met all inclusion criteria. This increased the
total number of articles retained for further analysis to eighteen (see figure 2).

Records identified through
database searching
(n=1639)

Records screened after
duplicates
(n=1052)

Records excluded
(n=1038)

Full-text articles assessed for
eligibility
(n=14)

Full-text articles excluded
(n=35)

o ] ]

Additional records identified
through reference search

Secondary
Identification

(n=9)
S
g Studies included
= n=18
| ( )

Figure 2. Article selection process
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Terms/

Articles Definitions

CPS

Ashley & Tomasello Two children must cooperate in order to solve an external problem
(1998)

Ramani (2012) Two children work together to solve an external goal

Collaborative Problem

Solving
Azmitia (1988) NA
Cooper (1980) Mutual coordination of action by two children toward the achievement of a common goal

Domberg etal. (2021)  Communicating and evaluating reasons provided by the individuals working together

Garton & Pratt (2001) Inter-subjectivity occurs when the two participants share the same task, or situation definition,
and each knows the other shares the same definition. [...] Thus in collaborative problem
solving, the child is guided and supported to accomplish the solution and he/she learns how to
achieve mutuality and inter-subjectivity, each of which is instrumental to task success.

Holmes-Lonergan (2003) Working together to solve problems
Warneken et al. (2014)  Simultaneous coordination of several different behavioral and social-cognitive skills

Other Names

Arterberry, et al. (2007)  Cooperation is providing help or working together with actions such as showing, pointing,
and encouragement

Charlesworth & Dzur
(1987) Cooperation: NA

Duran & Gauvain (1993) Peer collaboration facilitates learning because partners often contribute new information,
define and restructure a problem in a way that is familiar, and generate discussions that lead to
the selection of the most effective problem-solving strategy

Gauvain & Rogoff (1989) L.
Team collaboration is the effort to manage the team member's roles as well as the actual

sharing of decision-making for each task.

Hamann et al. (2012) . L. o
Joint action is when two or more individuals work together toward some mutual benefit

Koymen & Tomasello . . -
(2018) Interactive context is that two peers would need to jointly solve a problem to reach correct

joint decisions for a reward and investigate whether/how they produced meta-talk,
explanations about the information source, and the information reliability, for their decisions.

Mugny & Doise (1978) Collective performance: NA

Muller & Perlmutter
(1985) Problem-solving interaction: NA

Tudge (1992) Peer collaboration: NA

Figure 4. CPS definitions and other terminologies
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I analyzed the selected articles to extract the following information (see figure
3): CPS and related terminologies (e.g., collaborative problem solving, peer col-
laboration, mutual coordination); types of play (child-led play and adult-directed
play); settings for evaluating CPS (experimental and nonexperimental settings);
and research methodology (quantitative, qualitative, and mixed methods).

Results

Definitions of CPS and Related Terminologies

The eighteen studies I reviewed used varying terminologies to describe CPS and
related concepts (see figure 4). Specifically, two studies employed the term coop-
erative problem solving, six studies referred to collaborative problem solving, and
ten studies adopted other terminologies. Notably, Ashley and Tomasello (1998)
and Ramani (2012) conceptualized CPS similarly, highlighting the collaboration
of two children to solve external problems. Additionally, studies employing the
term collaborative problem solving emphasized the development of mutual goals
and the utilization of behavioral and social-cognitive skills to coordinate actions
(Cooper 1980; Domberg et al. 2021; Garton and Pratt 2001; Holmes-Lonergan
2003; Warneken et al. 2014). Although Azmitia (1988) focused on collaborative
problem solving, she did not furnish a specific definition.

Furthermore, ten studies employed diverse terminologies such as coopera-
tion, peer collaboration, team collaboration, joint action, and interactive contexts.
However, only six of these studies supplied accompanying definitions (Arterberry
et al. 2007; Cannella 1993; Duran and Gauvain 1993; Gauvain and Rogoff 1989;
Hamann et al. 2012; Koymen and Tomasello 2018). Their definitions aimed to
elucidate a process involving mutual assistance, elucidation of diverse perspectives,
contribution of novel insights, cultivation of a shared problem understanding, and
collaborative decision making for effective problem-solving strategies.

CPS in Experimental and Play Contexts

The majority of the eighteen studies were conducted in experimental settings
where child participants engaged in specific tasks designed by researchers (see
figure 5). Only two studies—Muller and Perlmuter (1985) and Ramani (2012)
—used playful settings, although they maintained structured conditions. Muller
and Perlmuter’s experiments explored children’s problem-solving interactions:
one assessed interactions involving computer use in a preschool classroom,
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and the other compared problem-solving interactions during puzzle play in
the same environment. Although they provided general descriptions for the
interactions during puzzle play, Muller and Perlmuter conducted no statistical
comparison analysis.

In Ramani’s study, children worked with a partner to construct a play-
house within a playful setting. The study differentiated this playful condition
from a structured one by offering nondirective suggestions, though children
still adhered to specific standards for playhouse construction. The study aimed
to compare preschool children’s task performance, cooperation, and motivation
using a playful, child-directed dyadic activity and a more structured, adult-
directed dyadic activity. Results revealed that dyads in the playful condition
employed a higher proportion of suggestions, narration, and agreements com-
pared to those in the structured condition. Additionally, children in the playful
condition demonstrated increased levels of observation and imitation relative
to their counterparts in the structured condition.

Regarding the types of play in which children engage, both studies used
constructive play, enabling children to employ objects to organize or construct
something in a goal-oriented manner (Smilansky 1986). However, the studies
incorporated no other types of play.

In various experimental or playful settings, children were situated in diverse
forms of interaction. Ten studies involved children working in pairs (Ashley and
Tomasello 1998; Cooper 1980; Domberg et al. 2021; Duran and Gauvain 1993;
Hamann et al. 2012; Holmes-Lonergan 2003; Koymen and Tomasello 2018;
Mugny and Doise 1978; Ramani 2012; Warneken et al. 2014). Seven studies
explored children working independently or in pairs (Arterberry et al. 2007;
Azmitia 1988; Cannella 1993; Garton and Pratt 2001; Gauvain and Rogoff 1989;
Muller and Perlmuter 1985; Tudge 1992). Only one study involved children
grouped in four (Charlesworth and Dzur 1987). The eighteen studies paired
or grouped children based on factors such as sex, age, individual ability, or
classroom placement.

CPS Evaluation Across Age, Ability, and Sex

The studies divided CPS into verbal and nonverbal behaviors. Specifically, they
categorized verbal behaviors into twenty main behaviors with twenty-eight
subbehaviors, while they categorized nonverbal behaviors into fifteen main
behaviors with seventeen subbehaviors. They developed specific coding systems
and associated definitions for each code to evaluate the frequency, duration, or



75

Children’s Peer Cooperative Problem Solving During Play in Preschool

uoneoriqnd yoes jo sporaur jo sisAeue aAndrosa( ' 2y

[opout & e Surjoo]
Jo Kouanbouiy

11adxe Aq 9oueping pue ‘Furures|
[BUOTJBAIOSQO ‘S)UQUIRISESIP
- uonejI[Ioe) Jo Aouanbarg

1591-)s0d [enpialpup
{SUOISSOS OAI}ORIONU]
9soja1d [enprAIpuy

uonIpuod

SJsejuo  suonensuowdp pue ‘suoneue;dxd A[1qe-paxIur ‘sA sired
own Jo soFejusarad ‘SJUOWIAIR)S PAJR[OI-SB)  UONIPUOD AJ[Iqe-ouies SE JIOM "SA sjopour 039
- JuowoFe3ud yse ] - s3130)e1)S [BqQIOA JO Aduanbarg 'SA UOIIIPUOD AUOTY Xs-ouies ouofe yiopy  xordwo) Sukdo)  (8861) eWZY
IoyudwiLIddxa 03 o1nysoF/a8enSue|
19011p pUE ‘ssaudAIsuodsar
‘Funoalrp uonuane
‘uonjeue[dxd 9A1)0AIIP OLIOUAT
‘uon}0aIIp o110ads ‘UonENSUOWIP
- uonEedIUNWWOd Jo Aouonbaig
s100[qns Arepuodos
syse) U0 3UISnNO0)  I0J [BSIOAYY : OSBYJ
Jou pue ‘snooj 1uowLIddxo Buryoea], ¢ oseyd
‘uonednsaAul ‘uonendiuewl  O[Se) [BSIOAY (7 OSBY] (8661)
ssooons  juapuadopur dwope uoneuIpI0od S[se) X9S-owes sosnereddy o[[osewo],
ysey Jo Aouanbar - SIOIARYQq JO Aouonbarg uoneradoo)) :] oseyq 29 xos-poxiw  sired se JIOA\ Sunsa], % Ao[ysy
uonIpuod
91zznd piey ‘sa
uonipuod ojzznd Aseqg
uonayduiod ysey UONIPUOd UOTIBN[BAD
10J dwn JO junowe *SA UOT}IPUOD so[zznd mes3i[
) ¢A[3091100 yse)-3jo pue ‘Funodwoos uoren[eAd ON sared Jeag uoj3uipped
paoerd sedard ‘Suneradooo “yrom juopuadopur ‘uonipuod parred SE JIOM "SA 1031nqsuoAey (L00?) B
Jo Ioquinu ayJ, ‘3unys1y 10§ oW JO JUNOWY ‘SA UONIPUOD JUOTY X9s-owes QUOTER YIOA 20a1d-(9 19 ‘ALoqIaNy
JUSTUSSISS Y sared UOTIORIANU]
[euonippy SIS SdD $)XJU0))/suonIpuo) Jo suiog Jo suiog soweN ysel/Aeld S9[OIIY




AMERICAN JOURNAL ofF PLAY

76

sydnisip

pue ‘syoepe ‘syysynd/saysnd
‘puey YIIM SISA0D ‘SNO0[q
‘sdseag/soyonoy ‘soyoeordde

- s101ARY9q [eo1sAyd Jo Aouanbarg

UI9U09 Furmoys

pue ‘uonisod s1oyjo Jurdyjo

‘SO[NOIpPLI/SIeaIy) ‘paou [euosiod

(poxiwt ‘fennou  Jurssaxdxd ‘suin) Sumye) 10§ s9[NI

‘aanedau ‘oanisod) 01 sjeadde ‘soanoanp aanedou

199}Je [enpIAIpUT 10 9AnIsod/puewiiiod “sanbai

JO soSejudo1od - SIOIARYQQ [BQIOA JO Aouanbarg
SurpueysAq

awn JO Junoure ay}
‘wyy oyl uimara
QuIn Jo junowre ayJ, Sune1odoos 103 owiy Jo Junowry

Apoo1100
paajos swojqoxd (¢-0) douarradxa
Jo Joquunu Ay [, 9ANIUT09 Pareys JO S[OAdT

(¢-1) 2oueunogrod
reyuowdojoasp (¢-0) so13arens
JO s[oAo] uonerogou 0ARTUS00 JO S[OAd

(panunjuod) uonesrqnd yoes Jo spoylat Jo sisk[eue aAndrIdsa(J G g

uonipuod dnoin

159)-150d [enpIAIpu]
£SUOISSAS dAORIANU]
9s0301d [enprarpuy

Xas-auwes

X9s-ouIes
29 XOS-PoxXIW

uaIpiyd
$ Jo dnoi3 v

sired
ur yIom 29
QuoTe IO

smyereddy
JOMAIA JTAOIN

SYSB], SUIRJUNOJA
sa1y [, paydepy

(L861) Iz 2%
IOMSI[IRYD

(€661)
e[jouue)



77

Children’s Peer Cooperative Problem Solving During Play in Preschool

(310dxo pue 991A0U)
SSOUAAIIOYJD
ued jo sjoao]

uonen)is
aanneduwos
-dnoi3 jo ssouoreme
S,UQIP[IYO -
o3yd uonerndiue

yse) oy uo judds
own Jo junowre
o ‘sydwape 1109
03 sared payorewr
JO onex ay) {s9[eds
a1y uo paoerd
sired Jo roquinu
[e101 913 $s390[q
Jo sired payorewr
AJ[nJssooons

JO Joquinu Ay ],

S)USWISQITESIP/SIUUIIE)S
Sunoryuod

pue 41adxoe ayy £q douepmng
‘Fururea] [euonearasqo - ssaooxd
[euonoeIdul Jo Aouanbaig

JUQWIOA[OAUT
ysey s Joupred Jo Aouanbaig

sjuowdIe)s A39181S
- sa13ojens Suruueld jo Aouanbarg

"SUOSEaI
pue sjesodoid s 1oupred 1oy) uo
Sunuawwod piyo Jo Aouenbarg

uonjeue[dxs - y[ey
S,URIPIYd Ul Suosear Jo Aouanbarg

uonduosap aanereduwod

pue ‘9nqLIe AJeIndoeur

s uondiiosap ‘gnqrie
9Jjemode yim uondrosap

‘[9Qe[ 21BINOOE YIIM SYO0[q JO
uondrosap “oeqpasy Sunen[ead
‘aA10211p 03 dsuodsar [eqroAUOU
9AT)O2IIp 0 25u0dsal [eqIoA
‘uonsanb/aandaiip jo Jurioust
[S®) Y} 0} JUBAS[OLII JUSUITIOD
{s®) ) 0 JUBAD[AI JUSUILLOD
‘uonoe 10J 3sanba1/oA10IIP
‘uorjewLIOjuUT 103 3sanbai/uonsanb
9uowole)s JuISnNO0j-uonuYe

- UONEdIUNUIIOd JO Aoudnbar]

(penunuod) uonesrqnd yoes Jo spoyIat Jo siskTeue aAndIIdsa(J g 2Indry

189)-150d [enpiAIpu]
£SUOISSAS AIORIONU]
9s0301d [enprarpuy

uonIpuod
aAnnadwod-uou ‘sa
uonipuod dannduwo))

uonIpuod palred

(s1ouueyd
110dxo

pue 991A0U)
Aiiqe
-paxIu
‘oFe-poxiw
29 oSe-owes

X0S-ouWes
‘o8e-owes

X9s-owes
‘oFe-owes

sired se 10

sired se Y10

sired se y1o0M

syse)
Suruuelq A1a110q

sowres saIoIg
Suneooq

Jwesd
S Suryoje

(€661)
ureAnen)

29 uein(

(1z00)
‘Ie 19 S1oquoq

(0861) 1odoo)



AMERICAN JOURNAL ofF PLAY

78

A3a1ens

Suruueos uoneoo]
-Wwo)l pue A39rens
Aoains 21038 - (¢-1)
so130)ens Juruueds
PIOUBAPE JO S[OAdT

A3a1en8

Suruueos uoneoo]
-w)I pue K300
KoaIns 21038 - (¢-1)
so130)e1Ss Juruueds
PIOUBADE JO S[OAQ]

(mog
pue ySy) Lijiqe
3unaos Jo sjoae]

11oddns
ou pue ‘pake[ap ‘drerpaurul
- djoy 2AnRI0qE[[09 JO Aouanbaig

Ayiqisuodsar Sutreys pue
10qe[ JO UOISIAIP JO Aouanbarg

Kouaroigyo
9JNOI -SOI0JS SSIUSAIIOAJJS UB[J

ysey Suiziuedio
pUE ‘SUIdOU0D AOUDIOIJO
‘uoniuyyop waqoid jo Aouanbaig

Ayiqisuodsar Sutreys pue
10qe[ JO UOISIAIP JO Aouanbarg

Kouarorgjo
9JN0I -SOI00S SSOUOAIOIJO UB[J

ysey Surziuedio
pUE ‘SUIdOU0D AOUDIOIFO
‘uonturjop woqoid jo Kouanbaig

Sunyel-wn pue

‘Funyooyd ‘e1o1dwodsur/a[qipneut
‘royuauiLradxa

suonsanb ‘syuowdye)s

NSBI-}JO YN[e)-}19s ‘9Andriosop
‘ueld ‘puewruod ‘[eanpasoxd

- ddueIONN JO Aduanbaig

(panunuod) uonesrqnd yoes Jo spoylaw Jo sisAfeue aandiidsa(J g arndig

UOT)IPUOD QUI[ASE] "SA
UONIPUOd JATRIOQR[[0D)

3593-)50d [enpratpuy

uonIpuod
Furyrom priyo-oyjowr
*SA UONIPU0d paired
‘SA UOT)IPUOD QUOTY

uonIpuod paired
'SA UOT)IPUOD QUOTY

1593-3s0d [enpIAIpu]
‘SUOTSSAS OAIJOBINU]
9s9jo1d [enprarpuy

o8e-owes  sired se yIop|

sired

PIIYo-Iatpowr

'sA sared

XOS-0UEes Se JI0M "SA

‘oFe-owes QUO[E JIOM

sared

XOS-0uIes SE JI0M "SA

‘oFe-owes Quo[E JIOA
Aiqe
paxiut %

Aiqe-owes sired

¢Xos-ouIes Se JI0M "SA

‘ofe-owes Quo[E JIOA

(1 yuowadxy)
sosnjereddy
Sunsay

(T
juowLadxy) syse)

Surddoyg £190010)

(I

juowLiadxy) syse)
Surddoyg £190010)

syse) Sunios

(102
.—.m il uuewrey

(6861) 30809
79 UleAnen)

(1002)
Neld 29 uolen



79

Children’s Peer Cooperative Problem Solving During Play in Preschool

suoneoynsnl
sasuodsax jueAd[LI/)R[dwodur/ou pue
1991109 JO SaJeI oY, ‘sojonb “yre)-e1owr Jo Kouanbarg

J[e1-e1ow ou pue ‘sajonb
‘suonsanb y[e3-e10W pooueApe
- Sunyrel-elow Jo Aouanbaig

UQIPIIYO Aq UISOYD uoneoynsnf
L SW 1031109, pue ‘Sunyel-uny ‘dn uiaid

Jo Joquinu Ay [, QuowedIFesip-ou Jo Aouanbaig
[opow &

pIemo} SuLmsad pue ‘uoIsIoapul
‘SuneSniw ‘Surjjonuoos -
SIOIARYQQ [BQIOAUOU JO Aduonbaig

juowdoerd JuowiLadxa 03 Fury[e;

Koudroljo  pue ‘suoseal SuLIdjjo yuowdIde

pue ‘UoI109[3s ‘BULIIUNOD ‘SNOJUL][QOSTL

KouoI911J9 ‘ssaoons ‘UOIIBWLIOJUT SUIAI091/10]

[[BI9A0 - $$900NS Supyse ‘Sunesniw ‘Surjjonuod

Se) JO 95BIUADIDJ - UONIRIIUI [BQIA JO Aouanbaiyg
Splemal

0M} QAILIJAI 0}
sfeLn jo uonodoig -

JUQUODSIP JO
SuSIS pue ‘SOdUBIONN [LIIUIIOJOI
‘suondriosop ojess ‘djoy 1oj yse -
S10B 9AIJBOIUNWIWIOD JO Adouonbaig

(panunjuod) uonesrqnd yoes Jo spoylatu Jo sisk[eue aandrIosa( g a3y

UON)IPUOD 9IUIPIAD
JeaMm 'SA UO)IPUOD
20uapIAd Suong

dio 9ouapIAL eom sa
dipo 2ouapias Suong

uonIpuod
UOT)EULIOJUT dUILS

'SA UOTIPUOD AJ[IQRI[aT
[enba ‘sa uonipuod
Anqiqerjar enbaun

uonIpuod
PaINJONIS-SSI[ "SA
UONIPUOd PAINJONNS

UONIPUOD JUI[OSE] "SA
UONIPU0d dANERIOR[[0D)

X9S-ouIes
‘o3e-owes

XOS-PoXIW
29 Xos-owes

o8e-owes

1oddnd
B IM IO

sired se y10pM\

sired se 10

sired se Y10

(1°7 yuownrodxy)
sowred swayn
1901100 Juroe[d

(1 yuowiLradxs)
sowred swayn
1991109 Jurde[d

Syse)
Surp[ing aimonng
Koyayur,

(7 yowadxy)
sasmereddy
Sunsa],

(8102)
O[[osewo ],

29 UdWAOY|

(€002)
ueSIouo
-SowoH



AMERICAN JOURNAL ofF PLAY

80

(panunuod) uonesrqnd Yoea Jo spoyiatu Jo sisA[eue aAndIIosa(T *g I3y

uonoeIUI Sururerdxa pue
PIIY9-Iyoed) ‘suonoe painbair Junensuowap
pue ‘uonoerajur 1oad ‘PITYO IOYIOUE 10} SUOT)OR

‘ouofe - uonoeIdul - paxnbar Suruoyiad ‘Supye)-uing -
uojuads owi] ~ UONOBIANUI JO SWLIO) Jo Aouanbai

pElifel ]
B (1M YIoM
1ondwos e uo juads  pajsonbal-1oyoeo) pue ‘pajsonbar 'sA s100d (5861)
owm ‘oyndwoo e -102d ‘paysenbai-Jfos - uonorIoIUT WOOISSEO M JIOM "SA (1 yuowrodxy) IoNNWIoJ
Fursn jo Aouonbaig Jo uoneniul Jo Aouanbaig ' ur eare 1ondwo) - QuOoTe YIOA sowen) 1ondwo) 29 IO[INA
doueuriojrod
[enpIAIpU]
ooueutoyrod XQS-oWes
1091100 JO Joquunu 1503-)sod [enprarpuy ‘Knnqe juowiodxyq
o) - douewroytod SUOISSOS JANIRINU] -paxiur % (surejunojn 921y 1) (8L61) 9s1oq
QA13O[[0D) - 9sojoid [enpialpu;  Kiiqe-owes  sared se JI0A\ Sou3eJUOIA SIOI], 2 AuSnjy
uaIp[IYd Aq UISOYO
, SWAJT 1091100,
JO Joquinu Ay ],
suoneoynsn( UONIPUOD OUIPIAD (7' ywowradxyg)
sosuodsar JueAd[a.LI/)R[dWwodUI/OU puR M 'SA UOIIPUOD joddnd sowes swajn
091100 JO SOYeI Y], ‘sojonb “yej-ejow Jo Kouonbarg 2ouopIAd Suong - B 1M JIOM 1001100 Juroe[d

UQIPIIYO AQq UISOYD
SW)T JO2TI0I,,
JO Joquunu Ay ],



81

Children’s Peer Cooperative Problem Solving During Play in Preschool

(2

-1) yuswkolud yse)
Jo Sunerjnpe pue
‘(s-1) yuowkofuo
yse) Jo Suner
PI1yo ‘yuowadedus
yse) Jo oeiusorad
- UOT)BAIIOIN

Surpmq oy

ur $20[q JO Joquinu
pue ‘ssaudjo[duioo
Surpjmng
‘Krxordwod
Surpping

- doueuwrojrod
Suipying

UONOBIUI
PIIYo-197o8a)

pue ‘wonjoerojur 100d
‘ouo[e - UOTjoRIoUI
uo juads awr],

91zznd
[oeo o juads dur,

IoyuowILIadX9 0} UOTJBZI[RQIOA PUR
‘syuowrdaidestp ‘10ad Surjjonuod

- UOIEOTUNTUIOD/IOTARYSq
aanonpoidun jo Aouanbarg

uone)uI
PUE UOIBAIISQO - FuIuIed]
[euonea1asqo Jo Aouanbar

10qe]
Surpiap pue ‘Sunerjogou ‘uonoe
Suneurpioood - Arjiqisuodsar
3ysey pareys Jo Aouanbarg

SJUOWIAAITE pue ‘UONBLIBU
‘suorsagsns - uONEIIUNWWOD
jurof Jo Aouanbaig

UOT)ENSUOTIAP

pue ‘soA10AIIp ‘suoneur[dxd
‘suonysanb Sunyse - uororIAUI
aAne1adood Jo Aouanbaig

Surureydxs pue

‘suonoe pairnbair Junensuowap
‘PITYO IOYIOUE I0] SUOT)OR
paxmnbai Suruoyiad ‘Surye)-ung -
UOoINOBIdNUI JO SWLIO) Jo Aouanbaig

paisanbai-1oyoea) pue ‘paysonbai
-100d ‘pajsanbai-jjes - uoroeIoUl
Jo uonentur jJo Aouonbaig

(penunjuod) uonesrqnd yoes Jo spoylatt jo sisk[eue aandridsa( ‘g I3y

uoIssos 1593-)s0d *sA
uoIssos Jejuowrrodxo
‘SA UOISS3S QuI[aseq

UOIPUOD PAINJONI)S X0s-ouIes

*SA UOIIPUOD [NjAe[J ‘oFe-owes  sired se y1o0p\ sysel uipjing  (Z107) luewey
pelifel )
B 1M YIoM
'sA s100d (z yuowradxyg)

WOOISSe[d
€ Ul Bale 9]Zznd -

M JIOM 'SA
QuoTe JIOM

so1zznd mes3if
udpoop 9991d-/7



AMERICAN JOURNAL ofF PLAY

82

(panunuod) uonesrqnd Yoea Jo spoylaw Jo sish[eue aAndrIosa(y *g I3y

s[euonIpuod/suoneue|dxs

pue ‘suonjoe s Jouired/umo

JNOQE S)USUILIOI/SIUSWOUNOUUE
- uonEOIUNWIWOd Jo Aouanbarj

§5000NS
sy Jo Kouonbar

pardoooe Suruosear jo Aouanbarg

(s[oA9] 19y31y pue
‘1omo0] ‘oures) pajdope Furuosear
pue pasodxo FuIuOSeaI JO [9AT

[enbaun sem sjySrom jo roquunu

o) UOYM WINIO[NJ Y} WOIJ

Qoue)sIp SuLIdpISuU0d pue ‘Jenba

sem S)YSIoM JO JoqUINU ) USYM

Q0UB)SIP JO A10dSaLIT ‘SIySrom

Jo 1aquunu 9y ATuo SuLIOpISuU0d

(9-0) ‘uoneaynsn( o1eIoUASOIpI/Ou

S9[nI JuIsn JO [0A] - uonyearynsnf Jo Aouanbarg

uonIpuod
[BUOTIOAIIPTUN 'SA
UONIPUOD [RUONIRIIPIG

dnoi3 oyni fenba-un
‘sA dnoig orni-renba
'sa dnoi3 [onuo)

1593-)s0d [enprarpug
{SUOISSOS JATIORINU]
9s9ja1d Tenprarpuy

o8e-owes
£Xas-owes

Aniqe
-paxiw %
Ayqe-owes
{WI00ISSe[o
-owes
{X9s-ouwres

smereddy (¥102) Te
sired se 10\ Surajog-warqoid 10 USYOUIB A\
sired
S€ JIOM 'SA wreaq aduejeq
QuO[E SO\ [eonewayely  (2661) 23pnL



Children’s Peer Cooperative Problem Solving During Play in Preschool

83

intensity of these behaviors (see figure 6). Six out of the eighteen studies did
not assess CPS (Arterberry et al. 2007; Mugny and Doise 1978), or they used
CPS solely as an independent variable (Cannella 1993; Cooper 1980; Muller
and Perlmuter 1985; Tudge 1992). In essence, twelve studies examined CPS
behaviors, all of which were comparative studies aiming to gauge the impact of
various conditions, age, personal ability, and sex on CPS.

Age Differences

Six studies found age-related differences in both verbal and nonverbal CPS
behaviors, noting that older children displayed a greater tendency toward ver-
bal engagement compared to younger children. Ashley and Tomasello (1998)
explored CPS and teaching abilities among toddlers and young preschoolers
by pairing them with same-age partners for a CPS apparatus task. Each dyad
progressed through three phases (cooperation, reversal task, and teaching),
with CPS behaviors observed and measured. Results revealed that 3.5-year-olds
coordinated with their partners more frequently than 3.0- and 2.5-year-olds, and
they also used more specific directives and demonstrations. Similarly, Warneken
and his associates (Warneken et al. 2014) examined children’s performance and
tool selection in a collaborative task, finding that 5.0-year-olds produced more
task-relevant utterances compared to 3.0-year-olds.

Two additional studies compared the CPS behaviors of seven-year-olds
with those of five-year-olds (Domberg et al. 2021; Koymen and Tomasello
2018). Although the focus of the literature review was not on seven-year-olds
specifically, since these studies also involved five-year-olds, their findings were
included for analysis. Both studies demonstrated that seven-year-olds exhibited
a greater inclination towards verbal behaviors compared to their five-year-old
counterparts. For instance, Domberg and her associates (Domberg et al. 2021)
examined children’s CPS in competitive and noncompetitive conditions, pair-
ing them with same-age and same-sex partners. Results indicated no significant
differences between conditions but revealed age-related disparities; specifically,
seven-year-olds engaged more frequently in reasoning and transactions (one
child commenting on a partner’s proposals and reasons) during discussions com-
pared to five-year-olds. Similarly, Koymen and Tomasello (2018) investigated
how children engaged in meta-talk (a reference to information reliability) and
reached joint decisions while solving problems collaboratively. They discovered
that seven-year-olds were more prone to justifying their disagreements and
engaging in meta-talk than five-year-olds.
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Articles Sample Size  Mean Age Independent CPS Skills F-score/T-score/y? score (Sig.)
Age Range Variable
Arterberry, et 192 5.52 5t05.9 No evaluation Amount of time for cooperating N/A
al. (2007) condition vs.
evaluation
condition
Easy puzzle
condition vs. hard
puzzle condition"
Ashley & 8 2 191 to Age Frequency of behaviors - Phase 1: F(10,34) = 6.63 (p <
Tomasello 2.08 coordination attempt, .01);
(1998) independent manipulation, Phase 2: F(2,21)=3.19 (p=
investigation, experimenter .06.);
focus, and not focusing on tasks Phase 3: F(8.34) =4.50 (p <.01)
16 2.58 2.25to Frequency of communication - Phase 1: F(12.34)=2.19(p <
2.67 demonstration, specific .05);
direction, generic directive, Phase 3: F(12,30) =2.07 (p <
explanation, attention directing,  .05)
responsiveness, and direct
language/gesture to
experimenter
16 3 2.92to Phase 1 vs. Phase  Frequency of behaviors - 2.5 yrs: t(13) = 1.97 (p <.05);
3.08 3 coordination attempt 3yrs: t(14) =12.93 (p < .01);
3.5 yrs: t(14) =4.26 (p <.01)
Frequency of behaviors - 2.5 yrs: t(13) =4.23 (p <.01);
investigation 3 yrs: t(14) =5.97 (p <.01);
3.5 yrs: t(14) =9.61 (p <.01)
Frequency of behaviors - not 2.5 yrs: t(13) =3.57 (p <.01);
focusing on tasks 3 yrs: t(14) =3.03 (p <.05);
3.5 yrs: t(14) =3.41 (p <.01)
Frequency of communication - 3 yrs: t(14) = 1.80 (p <.05)
specific direction
Frequency of communication - 3 yrs: t(14) =2.33 (p < .05)
attention directing
Frequency of communication - 3 yrs: t(14) =2.37 (p <.05)
responsiveness
Azmitia (1988) 80 5.1 4.6t05.6 Condition (alone, Frequency of verbal strategies -  F(3,48) =2.72 (p <.05)

same-ability, and
mixed-ability)

Ability (novice
and expert)

Session (pretest,
interactive, and
posttest)

Figure 6. Information on CPS skills assessment

task-related statements,
explanations, and
demonstrations

F(2, 48)=3.09 (p < .05)

F (3, 48) =3.48 (p <.05)
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Cannella 66 a
(1993)

Charlesworth & 80
Dzur (1987)

Cooper (1980) 32

32

Domberg etal. 64

(2021)

64

5.5

6.75

N/A

3.42

4.33

5.75

7.5

5.17 to
6.67

6.17 to
7.5

4t05.17

3.08 to

3.75

4t04.75

N/A

N/A

Condition (alone, ~ Frequency of facilitation - N/A
same-ability, and  disagreements, observational
mixed-ability) learning, and guidance by expert

Ability (novice
and expert)

Session (pretest,
interactive, and
posttest)

CPS skills (levels of cognitive negotiation strategies and shared cognitive experience)
were used as independent variables

Sex Amount of time for cooperating  F(39,39) =2.16 (p <.05)

Frequency of verbal behaviors - t(78) =1.94 (p <.1)
request, command/positive or

negative directives, appeals to

rules for taking turns, expressing

personal need, threats/ridicules,

offering others position, and

showing concern

Frequency of physical behaviors  t(78) =2.30 (p <.05)
- approaches, touches/grasps,

blocks, covers with hand,

pushes/pulls/hits, attacks, and

disrupts
High resource Amount of time for cooperating  Girl: t(18) =N.S;
utilization vs. low Boy: t(18) =2.24 (p <.05)
resource
utilization Frequency of verbal behaviors - Girl: t(18) =2.88 (p <.01);
request, command/positive or Boy: N/A

negative directives, appeals to
rules for taking turns, expressing
personal need, threats/ridicules,
offering others position, and
showing concern

Frequency of physical behaviors ~ Girl: t(18) =2.22 (p <.05);
- approaches, touches/grasps, Boy: N/A

blocks, covers with hand,

pushes/pulls/hits, attacks, and

disrupts

7,

Communication behaviors were used to assess their r hip with task succe:

Age Frequency of reasons in x2=10.47 (p=.001)
children's talk - explanation

Frequency of child commenting 2 = 10.89 (p <.001)
on their partner’s proposals and

reasons.
Condition Frequency of reasons in 2=192((p=.17)
(competitive vs. children's talk - explanation

non-competitive)

Figure 6. Information on CPS skills assessment (continued)
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Duran & 24
Gauvain (1993)

Garton & Pratt
(2001)

119

103

48 a

(Experiment

5}

Gauvain &
Rogoff (1989)

36a
(Experiment
2)

Hamann et al. 12
(2012) (Experiment
D

12
(Experiment

1))

12
(Experiment
2)

5.5

7.5

4.75

7.25

58

9.1

5.7

2.67

3.67

2.75

521059

721079

433 to
55

6.92 to
8.17

4.5t06.9

8.7 to
10.3

45t06.1

2.58 to
2.83

3.5t0
3.83

2.58 to
2.83

Game (zoo vs.
dollhouse) x
Condition

Age group (same-
age vs. mixed-
age)

Age

Age

Ability

Age

Forms of
Interaction (work
alone vs. work as
pairs vs. work
with mother)

Age

Frequency of reasons in
children's talk - explanation

Frequency of child commenting
on their partner’s proposals and
reasons.

Frequency of planning strategies
- strategy statements

Frequency of partner's task
involvement

Frequency of interactional
process - conflicting
statements/disagreements

Frequency of interactional
process - guidance by the expert

Frequency of utterance -
procedural, command, plan,
descriptive, self-talk, off-task
statements, questions
experimenter,
inaudible/incomplete, checking,
and turn-taking

Frequency of problem
definition, efficiency concerns,
and organizing task

Frequency of sharing
responsibility

Frequency of problem definition

Frequency of efficiency
concerns

Frequency of division of labor

Frequency of sharing
responsibility

Frequency of collaborative help
- immediate, delayed, and no
support

CPS skills were not assessed

Figure 6. Information on CPS skills assessment (continued)

Dollhouse: ¥2 = 8.81 (p =.003);
Zoo: x2=19.83 (p <.001)

Dollhouse: ¥2 = 5.67 (p =.017);
Z00:x2=19.83 (p <
.001)

Novice: F(l, 16) =4.01 (p = .06)

Novice: F(l, 16) =5.43 (p <.05)

F(1, 16) =3.23 (p =.09)

F(l, 16) =5.37 (p = .05)

F(1,59) = 3.94 (p < .05)

F(1,58) = 5.34 (p < .05).

F(1, 28) =18.16 (p < .01)

x2=6.76 (p <.01)

F{2,24) =4.00 (p=.03)

F(2,24)=10.00 (p <.01)

F(1,16)=18.12 (p<.01)

X2 =28 (p>.05)

F(1,22) = 140.82 (p < .001)
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Holmes-
Lonergan

(2003)

Koymen &
Tomasello
(2018)

Mugny &
Doise (1978)

Muller &
Perlmutter
(1985)

Ramani (2012)

Tudge (1992)

60

98

98
(Experiment

D

40

40
(Experiment
2.1)

21

19
(Experiment
2

74

27
(Experiment

1)

18
(Experiment
2)

40

36

51

55

4.67

5.75

7.5

3.75

5.75

3.83

5.75

N/A

4.33

433

4.42

5.33

5.55

6.83

3.92to
5.42

55t06

7.08to 8

35t04

5.42to
6.08

3.58t04

55t06

5to7

3.67to
5.58

3.42t0
5.08

N/A

N/A

5t06

6t08.33

Sex Group (same- Frequency of nonverbal F(2,56)=4.89 (p=.01)
sex vs mixed-sex) behaviors - controlling

Sex Frequency of verbal interaction -  F(2, 36) =7.09 (p =.01)
mitigating

Frequency of verbal interaction -  F(1, 35)=7.65 (p =.009)

agreement
Condition Frequency of justification X2 =48.53 (p<.001)
(unequal
reliability . _

Frequency of meta-talking - ¥2=28.71(p<.001)

condition vs.
equal reliability
condition vs.
same information

advanced meta-talk, questions,
quotes, and no meta-talk

condition)

Age Frequency of justification %2 =13.23 (p<.001)
Frequency of meta-talking - %2 =14.01 (p <.001)
advanced meta-talk, questions,
quotes, and no meta-talk

Evidence clip Frequency of justification x2="1.61 (p =.006)

(strong vs. weak)

Experiment 2.1 did not include child-child collaboration

Experiment 2.2 did not include child-child collaboration

CPS skills were not assessed

Experiment 1 was conducted in a technology-mediated environment.

Patterns of behaviors were analyzed descriptively and compared with the behaviors in a
technology-mediated environment.

Condition Frequency of joint F(1,30)=12.29 (p<.01)
(playful vs. communication - suggestions,
structured) narration, and agreements
Frequency of observational F(1,32)=4.14 (p = .05)
learning - observation and
imitation

CPS skills were used to assess their impact on rule use.

Figure 6. Information on CPS skills assessment (continued)
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47 9.33 8.25 to
11.17
Warneken et al. 24 3.25 3t03.42 Age Frequency of communication - F(1,21)=3.45(p=.077)
(2014) announcements/comments about
own/partner's actions, and
explanations/conditionals
24 533 5t0542

Note: “a” did not provide the number of children in each age group.

Figure 6. Information on CPS skills assessment (continued)

Regarding nonverbal behaviors, the research yielded mixed results con-
cerning age differences. Duran and Gauvain (1993) explored the impact of
age and expertise on collaboration during joint planning. They observed that
5.0-year-old experts offered more positive support for novices compared to
7.0-year-old experts. Conversely, Hamann and her associates (Hamann et al.
2012) conducted two experiments, in which the first one focused on investi-
gating young children’s commitment to a joint goal in a collaborative activity.
Their findings revealed that 3.5-year-olds provided significantly more support
than the 2.5-year-olds.

Ability Differences

Only one study delved into differences in verbal and nonverbal CPS behaviors
based on ability. Azmitia (1988) examined the performances of preschoolers on
construction tasks both individually and collaboratively. The children were catego-
rized as novices or experts and randomly assigned to either solitary, same-ability,
or mixed-ability conditions. The findings revealed that same-ability dyads engaged
in more task-related conversation compared to mixed-ability pairs. Specifically,
experts provided more correct explanations and demonstrations than novices. In
same-ability dyads, experts allocated more time observing their partners, whereas
novices spent more time observing their partners in mixed-ability pairs.

Sex Differences

Two studies examined sex differences in verbal and nonverbal CPS behaviors.
Charlesworth and Dzur (1987) explored gender disparities in a same-sex group
problem-solving scenario. Their findings revealed that while girls issued more nega-
tive commands than boys, they also provided each other access to different posi-
tions to access materials. Moreover, girls were more prone than boys to approach
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each other without physical contact, whereas boys exhibited a higher frequency of
negative behaviors such as grasping, pushing, pulling, and hitting compared to girls.

Holmes-Lonergan (2003) examined sex differences in problem-solving
and conflict-resolution skills among preschool children. The study revealed
that children in mixed-sex dyads were more inclined to employ controlling
behavior compared to those in same-sex dyads. Specifically, girls in same-sex
dyads used agreements more frequently than boys in same-sex dyads, whereas,
in mixed-sex dyads, boys employed agreements more than girls. Furthermore,
when not provided with specific task instructions, boys tended to focus more on
individual goals rather than joint goals, whereas girls were more likely to engage
in mitigating behaviors such as offering suggestions and proposing joint plans
or compromises, compared to boys.

Age and Ability Variance

Garton and Pratt (2001) explored communication patterns in collaborative
problem-solving contexts. They observed that seven-year-olds employed more
procedural and descriptive language compared to four-year-olds. Additionally,
regardless of age, children in both lower-ability groups used language to check
with their partners more frequently.

Age and Sex Variance

Gauvain and Rogoft (1989) conducted two experiments to investigate the impact
of planning with a partner and the connection between collaborative planning
and subsequent solo planning. Their findings indicated that older children
exhibited greater responsibility for searching for items compared to younger
children. Additionally, girls planning with peers expressed more concern about
task management than boys did, regardless of age.

In addition to assessing CPS, the studies encompassed various additional
variables such as task completion, affection percentages, levels of sorting abilities,
and scanning strategies. However, because these variables were not the primary
focus of this literature review, I omitted them from the analysis of findings.

Discussion

This systematic review examined eighteen empirical studies to identify key pat-
terns, highlight methodological and conceptual gaps, and propose directions
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for future research that can inform both theory and practice. Initially, the study
delved into the various terminologies and definitions of CPS. Subsequently,
it explored how CPS manifests in play contexts by analyzing children’s CPS
behaviors in different settings. Lastly, the review investigated the impact of fac-
tors like age, gender, and cognitive abilities on CPS to better understand its
multifaceted nature.

Definitions of CPS

The common themes among the definitions of CPS center on members, prob-
lems, and procedures. In the context of CPS, the involvement of two or more
children is essential, necessitating the cultivation of a shared comprehension
regarding the problem they aim to tackle collectively. For example, two stud-
ies defined CPS as “two children must cooperate in order to solve an external
problem” (Ashley and Tomasello 1998; Ramani 2012). Other scholars who have
explored collaborative problem solving have also underscored the importance of
establishing a shared problem or objective to enable group members to collaborate
effectively toward its resolution (Arterberry et al. 2007; Cannella 1993; Duran and
Gauvain 1993; Gauvain and Rogoft 1989; Hamann et al. 2012; Koymen and Toma-
sello 2018). The process of setting shared goals is crucial for directing participants’
actions towards specific objectives, which in turn promotes collaborative decision
making for more effective solutions (Cooper 1980; Domberg et al. 2021; Garton
and Pratt 2001; Holmes-Lonergan 2003; Warneken et al. 2014).

The review findings indicated that children did not autonomously establish
a shared goal. Rather, they were often placed in situations to complete tasks as
requested by experimenters or to earn rewards. Additionally, the experimenters
frequently made the decision with whom to collaborate for play and problem
solving. In real-life settings, it remains unclear how children choose friends
with whom to play, establish a mutual understanding of a problem, and develop
shared goals for solving it. Do children need to establish a mutual goal first to
solve a problem effectively? Or are they more likely to go with the flow, trying
immediate solutions to see if they work? Alternatively, might they not recognize
a situation as a problem but still want to help their friends address it? To gen-
eralize this definition to real-life situations for young children—such as during
play in classrooms and on playgrounds—further studies are necessary to situate
children in these environments.



Children’s Peer Cooperative Problem Solving During Play in Preschool

91

The Measure of CPS

From an operational standpoint, CPS can be categorized into verbal actions (such
as suggestions, explanations, and planning) and nonverbal behaviors (including
cooperation, demonstration, and observation). Both categories are observable
and measurable. Observation is typically the primary research method, in which
relevant behaviors coded using evolving CPS coding systems. The frequencies
of these behaviors, along with their duration, are often analyzed statistically to
identify differences among children based on various factors, such as condi-
tions, age, ability, and sex (Arterberry et al., 2007; Ashley and Tomasello 1998;
Azmitia 1988; Charlesworth and Dzur 1987; Domberg et al. 2021; Duran and
Gauvain 1993; Garton and Pratt 2001; Gauvain and Rogoff 1989; Hamann et
al. 2012; Holmes-Lonergan 2003; Koymen and Tomasello 2018; Ramani 2012;
Warneken et al. 2014).

CPS is a complex skill that includes various verbal actions and nonverbal
behaviors, requiring careful consideration of how each action or behavior—and
its categorization—represents CPS. For instance, should children be regarded as
exhibiting stronger CPS skills if they show greater agreement with their partners,
even if they are primarily followers who tend to concur with others’ suggestions?
Additionally, when relevant actions are grouped into categories, as Ramani did
with observational learning (observation and imitation), does a higher propor-
tion of observational learning indicate greater engagement in CPS? The key
point is that CPS has not been fully evaluated as a cohesive behavior or skill.
Current research tends to analyze its components, highlighting specific actions,
behaviors, or categories that some children exhibit more frequently than their
peers. None of the existing studies provides concrete conclusions about children’s
CPS as a whole, indicating a need for measurement tools specifically designed
to assess children’s CPS skills comprehensively.

Toward Classroom-Based CPS Research

Only one study, conducted by Ramani (2012), explored the relationship between
children’s CPS and play and developed significant findings. Ramani found that
children in a playful setting exhibited a higher proportion of suggestions, nar-
ration, and agreements compared to those in an adult-structured environment.
Although the positive relationship between play and CPS associated behaviors
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has been well documented theoretically and practically, it still lacks systematic
research conducted in a daily context to unfold their in-depth relationship.
To understand the complex nature of this relationship better, we need further
research.

The eighteen studies provided a comprehensive understanding of the com-
ponents of CPS. However, we need further research to explore children’s CPS in
everyday classroom contexts. These contexts are complex, and they are influ-
enced by children’s immediate experiences and cultural differences and by the
pedagogical decisions of their teachers. While it is valuable to reference existing
research on children’s CPS during play, we must continue to investigate this
topic with new approaches in everyday play episodes. For instance, although the
CPS behaviors outlined in this article may manifest in classroom settings, new
or different components of CPS could emerge when we study children in situ.

Preschool children engage in various types of play and a range of play
episodes during their daily classroom activities, where teachers select a variety
of materials and create related learning centers. While researchers can choose
specific play materials, games, and settings for their research purpose, teachers
also have their own preferences for these selections in their classrooms based
on their pedagogical perceptions. Children typically do not play in sanitized
environments with materials chosen by those unfamiliar with them, nor do they
operate under imposed time constraints set by outsiders. As Rogoft and Morelli
(1997) argued, experimental approaches inherently limit our understanding of
the nuanced aspects of children’s diverse developmental characteristics of CPS
in relation to their cultural contexts. Rather than narrowing the research scope
to contrived play episodes in experimental settings, we need to shift our focus
to the natural, everyday occurrences in children’s classrooms.

Primary Contributions

The significance of this systematic review lies in two primary contributions.
First, although CPS has been widely acknowledged as a critical competency
for twenty-first-century learning, research on CPS during the preschool years
remains limited in scope compared to studies involving older children and
adults. Second, the methodological emphasis on experimental designs constrains
our understanding of how CPS naturally emerges within the everyday context
of classroom play, a core setting for early childhood learning and development.
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By synthesizing current empirical findings and identifying key methodologi-
cal limitations, this review establishes a foundation for future research that is
ecologically valid and situated within the lived experiences of young children
in early educational settings.

Limitations

While this systematic review offers valuable insights into children’s cooperative
problem solving and its relationship with play, several limitations should be
acknowledged. First, the review is based on a relatively small body of literature
(n = 18), which is likely attributable to the specific inclusion criteria employed.
The review focused primarily on the cognitive dimensions of CPS and excluded
studies addressing related constructs such as conflict resolution, which often
involve socio-emotional processes closely tied to CPS. Furthermore, the men-
tal health of care givers—such as teachers’ stress or emotional well-being—lay
outside the scope of this review, despite evidence suggesting that such factors
may shape the quality of children’s CPS experiences.

Additionally, this review was limited to peer-reviewed journal articles and
excluded gray literature, including dissertations and research reports. Such an
exclusion may have introduced publication bias and suggests a need for future
reviews to include a broader range of sources to capture a more comprehensive
view of the field. Another limitation involves technical challenges related to data-
base indexing. For example, a relevant article by Jin and Moran, which examines
children’s CPS in play contexts, was indexed with a publication year of 2023 in
databases such as ERIC, PsycInfo, and Web of Science, but may appear as 2022
in other search engines. As the systematic search concluded in September 2022,
this discrepancy resulted in the article’s omission. Future systematic reviews
may consider including such studies to further enrich an understanding of CPS
within naturalistic early childhood settings.

Conclusions

This systematic review examined the nature of peer cooperative problem solv-
ing and its relationship with play in early childhood settings. The findings
underscore the complexity of CPS, which encompasses both verbal exchanges
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and nonverbal behaviors. Children’s engagement in CPS varies depending on
contextual conditions, as well as individual factors such as age, sex, and abil-
ity. Moreover, the review identified a significant positive relationship between
CPS-related behaviors and play. Despite growing recognition of CPS as a foun-
dational skill for lifelong learning, research during the preschool years remains
relatively limited, especially in comparison to studies focused on older children
and adults. Furthermore, the predominant reliance on experimental designs
constrains our understanding of how CPS naturally emerges within authentic,
play-based classroom environments—the primary context for young children’s
development. By synthesizing the current body of literature and highlighting key
methodological limitations, this review lays the groundwork for future research
that is ecologically valid and grounded in the lived experiences of children in
early educational settings.
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