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The central goal of this study was to assess Venezu-

elan parent attitudes toward specific areas of parent-

child relationships such as child creativity, child play,

parental sense of frustration in childrearing, the amount

of parental control exercised over their children, and

parents' perception of themselves as teachers of their

own children.

The instrument used for this study was the Parent

as a Teacher Inventory which is a composite attitude scale

suitable to assess individual feelings and behaviors about

certain aspects of the parent-child interactive system,

their standards for assessing the importance of various

child behaviors, and their value preferences concerning

child behavior. The instrument was applied to a strati-

fied random sample consisting of 384 Venezuelan parents



who had 4 to 6 year old children in preschool during the

academic year 1984-1985 in the Venezuelan Andean cities

of San Cristobal, Merida, and Trujillo. Tests of signifi-

cance were conducted using a one-way analysis of variance,

followed by Duncan's multiple comparison test for the

rejected hypotheses. A simple linear regression analysis

was used to determine which of the sample group indepen-

dent variables was the best predictor of PAAT scores.

Results of this study indicated that occupational

status, sex of the parents, educational background, family

income, and accessibility to the child had effects on

four of the five PAAT-subsets. No independent variable

effect was found on the creativity subset of the PAAT

Inventory. Occupational status was found to be the best

predictor for the PAAT total scores as well as for four

of the five subsets: Frustration, Control, Play, and

Teaching-Learning. No correlation for the Creativity

subset of the PAAT was found among the independent vari-

ables.

Based on the findings of the study, a replication

is necessary taking into consideration the independent

variable of occupational status. Findings of differences

among Venezuelan parents indicate that research should

be conducted in the areas of child creativity, child play,

and parental control effects upon the development of

Venezuelan children.
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ATTITUDES OF VENEZUELAN PARENTS TOWARD CHILDREARING:
A STUDY BASED ON THE PARENT AS A TEACHER INVENTORY

I. INTRODUCTION TO THE STUDY

The developing conditions of the Venezuelan society

undoubtedly affect the family as the basic social institu-

tion. The social changes most directly affecting the

family, and particularly families with children, concern

broad social transformations relating to the status of

women and their role, and modifications in the family

structure itself (Silva Michelena, 1980). This social

evolutionary process not only has its effect on the family

well-being but also in terms of its impact on the role

of parents in the education and development of their

children.

According to Machado (1979) the major changes which

have occurred in the Venezuelan family structure are:

(1) large increases in the proportion of women who work,

both full and part-time; (2) increased number of children

under 6 years old; (3) high divorce ratios; (4) high out

of wedlock birth rates; (5) growing numbers of children

living in families headed by women; and (6) attitudes

of women regarding their role in society concerning right

to work, right to child care, and equality.
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These changes require continued investigation

because of their importance to parents and their children.

Unfortunately, few Venezuelan studies have attempted to

assess parents' attitudes toward childrearing. However,

numerous research studies have been conducted in the

United States and European countries regarding parent-

child relationships, parental influence on child's self-

concept, parents' effect on children's school achievement,

and parental influence on child's creativity.

In the last three decades, there has been a great

deal of interest about parent-child relationship and

parents' attitudes toward various aspects of childrearing

such as creativity, play, and the learning process.

Studies conducted by Nash (1965), Brenton (1966), Lamb

(1976), Roman and Gaddad (1978), and Pederson (1980) have

focused attention on the parental role and influences on

child development.

The first reason for the ascendant interest in par-

ents' attitudes with respect to childrearing practices

is that the traditional family structure itself appeared

to be in mortal danger of displacement. The rapidity

and extensiveness of recent changes in children's rearing

environments (Bronfenbrenner, 1975, 1977) forced social

scientists to reevaluate the presumed strengths and weak-

nesses of the traditional social structure and to consider

the likely consequences of the changes taking place.
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A second reason for the growing interest in studying

parent-child relationships and interactions is that of

understanding parents' attitudes toward spending time with

the child. The evidence suggests that even when parent

(mother or father) and children are in the same room,

interaction can be relatively infrequent (Clarke-Steward,

1973). Gcldberg (1972) and Leiderman and Leiderman (1974,

1975, 1977) note that little social interaction takes place

in African cultures even when the child is being carried

almost continually by its mother. Much of the time

involved in caretaking is taken up by activities (laun-

dering, food preparation) that do not involve interpersonal

interaction (Fitzsimmons and Rowe, 1971; Stone, 1970).

Furthermore, studies of both cognitive and social

development have recognized that the amount of time parents

spend with their children is not linearly related, perhaps

not related at all, to the amount of parental influence.

Empirical and theoretical considerations indicate that

the amount of time spent with the parent is a poor predic-

tor of the quality of the child's relationship with either

mother or father (Feldman, 1973, 1974; Pederson and Robson,

1979; Schaffer and Emerson, 1974).

However, the quality of the interaction and of the

parents' attitude (Ainsworth et al., 1971; Bossard and

Bell, 1976) are far more important than the quantity.

A few hours of pleasurable parent-child interaction may

be much more conducive to the formation of strong and
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secure attachments than many hours with a dissatisfied,

harassed, or ignoring parent (Birnbaum, 1981; Lamb, Chase-

Lansdale, and Owen, 1979).

Unlike industrialized countries, Venezuelan society

lacks studies searching for the effect of Venezuelan par-

ents' influence on child education and development. There-

fore, there is an unavoidable need for research in the

area of parent-child relationship in order to formulate

policies on needed services, intervention, supports, and

information important to help Venezuelan parents in their

role in the education and development of their children.

These concerns seem adequate to suggest a need for

the present study concerning Venezuelan parent attitudes

toward childrearing.

Statement of the Problem

The central goal of this study was to investigate

Venezuelan parent attitudes toward childrearing. The

study addressed five major questions:

1. What are Venezuelan parents' attitudes toward

child creativity and child play?

2. What are Venezuelan parents' attitudes with

respect to their sense of frustration and the amount

of control they exert over children?

3. What are Venezuelan parents' attitudes in view-

ing themselves as teachers of their own children?



5

4. What differences exist in responding to the PAAT-

Inventory among Venezuelan parents as a function

of their occupation, sex, educational background,

family size, family income, and accessibility to

the child?

5. Which of the independent variables of occupa-

tional status, sex of parents, educational back-

ground, family income, family size, and accessi-

bility to the child would be the best predictor

of Venezuelan parent attitudes using PAAT subset

scores (Creativity, Frustration, Control, Play, and

Teaching-Learning) as dependent variables.

Steps in the Solution of the Problems

In order to solve the questions implied in this

study, the following steps were taken:

1. A search of the related literature on attitudes,

parental attitudes, parent-child relations, childrearing,

child's creativity, child's play, parent school-home

involvement, and parent influence in child development

was undertaken.

2. The target population for the study and the

characteristics in the Venezuelan context were identified.

3. A search for the appropriate instrument for

data collection was undertaken. The instrument selected

was "The Parent as a Teacher Inventory" by Robert Strom

(1972).
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4. The Spanish version of the PAAT-Inventory was

revised and adapted under the supervision of the author

Robert Strom and the staff of the Office of Parent Develop-

ment International at Arizona State University.

5. An authorization from the Venezuelan Ministry

of Education was obtained in order to conduct the study

in preschool settings.

6. The final PAAT Spanish version (version

Castellana) was administered to a stratified random sample

of 389 Venezuelan parents with children 4-6 years old

attending preschool in the Venezuelan cities of San

Cristobal, Merida, and Trujillo during the academic-year

1984-85.

7. Regression analysis of the data was conducted

to determine which of the Venezuelan parent group vari-

ables of occupation, sex, family size, family income,

educational background, and accessibility to the child

was the best predictor of PAAT-subset scores.

8. Analysis of variance was used to measure

the effects of parents' occupational status on total

PAAT scores and each of the five subsets.

9. Duncan's multiple comparison procedure tested

the significance of all pair-wise comparisons of means

for the five subsets of the PAAT.

10. Formulation of recommendations and implica-

tions for further studies were developed.
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Rationale for the Study

There is a consensus among social researchers

and educators about the role of the family in children's

socialization. The family, whatever its strengths and

weaknesses, whatever its structure, whatever its member-

ship, provides the first referent for the child's social

development (Lawton, 1982)

As early as the seventeenth and eighteenth centuries

John Locke and Jacques Rousseau were both influential

in changing people's beliefs about childrearing. Locke

was in favor of carefully structuring and guiding a child's

early experiences whereas Rousseau believed that from

infancy children should be provided a great deal of free-

dom to develop "naturally."

Today, parents in the Western industrialized world

have access to many kinds of professional help on child-

rearing from psychologists, psychiatrists, religious per-

sons, and child specialists' "baby books." The great

majority of the Venezuelan population, the low and middle-

low class people, this kind of assistance and information

regarding childrearing (Freire, 1979).

Maccoby (1980) has stated that "among the most power-

ful and least understood influences on childrearing are

the parents' education, income, and occupation." Often

parents of low socioeconomic status lack a good under-

standing of how their children can be expected to grow
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and develop and often find life distressful because of

insufficient money to provide for their families and the

usually unstable nature of semiskilled occupations (Hess

and Shapman, 1976).

By the time the child is 4 years old the family

relinquishes part of its primary control over the child's

socialization (Lawton, 1982). It has been suggested that

as the child is introduced progressively into the larger

community, the community replaces the family as the most

important influence on the child's social development

(Cohen, 1976). However, the belief more generally held

is the parents retain the primary socializing role. For

instance, the development of trust is linked to the parents'

nurturing; intellectual development is linked to parents'

teaching; the development of a child's awareness of how

to adapt behavior to the demands of the social environment

is a result of the parents' orienting the child to the

world of kin, neighborhood, and community; and an achieve-

ment of a measure of self-control results from parents'

providing the guidance and help in formulating goals and

planning activities (Clausen, 1968).

Relationships among individuals affect all family

members. A parent's interaction with a child will change

or be reinforced depending on how the child reacts (Bossard

and Boll, 1966). The parent's personality also enters
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into the relationship. A parent who feels the need to

be authoritarian may have that attitude reinforced by

the child who always obeys (Bigner, 1974).

By the middle of this century, the influence of

psychoanalytic theory and the writings of child experts

such as Spock (1946) resulted in a shift to more permis-

sive parenting attitudes. Children were encouraged to

experiment, explore, follow their initiatives, and fulfill

their own wishes, even if the results were not always

acceptable to parents (Lawson, 1982).

The picture of child-rearing practices is complex.

Parents are never simply loving or abusing, strict or

permissive, attentive to a child's needs or detached.

Parenting styles not only run the gamut of each dimension

but are like a fabric interwoven with various strands

of parenting behaviors and attitudes (Baumrind, 1973).

Moreover, according to Brim (1980) parents have

been educated to function in their parental role. There-

fore, once a decision has been made to become a parent,

an individual is committed to being a teacher and a care-

giver. Accordingly, Pickarts and Fargo (1971) have pointed

out that what children learn is grounded in what parents

teach. Thus, parents must recognize and accept this teach-

ing role.

According to Goldstein (1973), parents' attitudes

significantly influence the growth and development of



10

their children. However, in the Venezuelan society the

review of the literature indicated that no systematic

studies have been conducted to assess the attitudes of

parents toward childrearing. Nonetheless, governmental

and religious organizations reach Venezuelan parents

through such programs on parent-child relationships as

a lecture by an expert, a panel discussion, or perhaps

a film. However, these are usually sporadic attempts

with no continuity intended (Carrera Damas, 1978).

Today, more than ever before, Venezuelan society

requires research conducted in the areas of parental atti-

tudes and cultural and socioeconomic conditions in which

Venezuelan children are reared. Unlike some other areas

of education, parent-child relations are concerned pri-

marily not only with knowledge, information, and facts,

but also with concepts, ideas, and attitudes. Therefore,

the main educational goal in parent-child relations may

be viewed as not only giving information or imparting

knowledge, but also helping parents identify difficulties

generated from attitudes, feelings, and emotions.

Consequently, from this point of view, the most

appropriate aim of an educational program for parents

in Venezuela is to assess parents' attitudes with respect

to childrearing. In fact, there is a growing need in

the Venezuelan society for determining what individual
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mothers and fathers expect of their children and how they

perceive themselves as teachers. This study is the first

attempt to determine Venezuelan parents' attitudes toward

specific child behaviors.

Importance of the Study

Zussman (1980) has stated that to understand human

development in context, it is important to understand

the forces within and beyond the family that act upon

parents and affect their behavior.

Much of the research on the determinants of parental

attitude and behavior has examined the relationships

between demographic variables and parenting. For example,

parental practices seem to covary with the number of chil-

dren in a family. Parents in large families tend to be

less affectionate, more controlling and authoritarian,

and more sex-differentiated than parents in smaller fami-

lies (Zussman, 1980). Other demographic factors that

relate to parental attitude include socio-econofflic status

(Hess, 1970), family structure (Barry, Bacon, and Child,

1957; Martin and Lambert, 1964), and sex of child (Maccoby

and Jacklin, 1974).

Also, most of the research on parenting, to date,

has investigated the effects of parent attitudes on

children's socialization. The complexity of cumulative

effects of parent attitude variables has been stressed
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in articles by Baumrind (1966, 1972), Becker (1964),

Martin (1975), and Straus (1964).

Recent studies have shown an increasing tendency

to investigate the effects of parents' social class back-

grounds in child-rearing practices (Clarke-Stewart, 1978;

Maccoby, 1980; Strom, 1981;, Lawton, 1982; Turner and

Harris, 1984). Lawton (1982) suggests that among the

most powerful and least understood influences on parents'

childrearing practices are parents' education, income

and occupational status.

On the other hand, the influence of parent-child

interaction styles on young children's language and cogni-

tive development has increasingly become a focus of

research attention (Clarke-Stewart, 1978; Gleason and

Wintraub, 1978). After first establishing that parents

provide special modifications in their speech to young

children (Snow, 1977), a number of researchers have

attempted to distinguish those features of parents' speech

that may advance children's language acquisition. For

example, Newport, Gleitman and Gleitman (1977) found a

statistically significant positive relationship between

the frequency of maternal labeling utterances (e.g.

"that's an apple") and the size of children's vocabularies.

Moreover, a number of research studies (Palmer,

1975; Conroy, 1980; Lewis, 1981; Baumrind, 1983) support

the need for the present investigation. Are there differ-

ences in Venezuelan parents' attitudes toward child
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creativity, child play, parental control, and parental

sense of frustration based on occupational level of the

parents? What are the effects of family size, parents'

educational background, and parents' accessibility to

the child based on the PAAT, a composite attitudinal scale

questionnaire?

Lastly, as Dr. Robert Strom has suggested, any

account of parent education should regard parents as indi-

viduals. Therefore, the present study sought to devise

research inquiry that could provide information about

the kind of help Venezuelan parents need to develop better

understanding of their children.

The Setting: Venezuela

Located along the northern coast of South America,

Venezuela consists of 912,050 square kilometers (352,142

square miles) with a population of a little over 16 million.

In demographic terms, the country is young, rapidly expand-

ing, and increasingly urban. According to Bond (1984),

more than 65% of all Venezuelans are under 35 years of

age. The population has tripled since 1950. Whereas

50 years ago some 70% of all Venezuelans lived in rural

areas, fewer than 207 remain outside the cities today.

With an annual growth rate of 3.4% (Bond, 1984),

Venezuela is expected to have a population of 30 million

by the year 2000.
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During the long period of dictatorships, pressure

for education was resisted. Presently, Venezuelan gov-

ernment policy encourages the growth of democracy and

social mobility through education. In fact, the central

government provides most of the money to support educa-

tion. Public expenditure on education as a proportion

of Gross National Product (GNP) has increased substantially

in recent years (Banco Central de Venezuela, Caracas,

1984).

Education, the right of every citizen accorded by

the 1961 constitution, is free in all official schools

and compulsory up to the age 14. Currently, the coun-

try's educational system is divided into four phases and

organized to serve students from age 4 through age 23.

The system includes Preschool, Basic Elementary Education,

Secondary, and Post-Secondary Education.

Assumptions

The sampling for this study included Venezuelan

parents who have 4 to 6 year old children attending pre-

school in the Venezuelan Andean cities of San Cristobal,

Merida, and Trujillo (Appendix A). For purposes of this

study, parents were classified by occupational status

such as professionals, service-employees, and blue-collar

workers.

The conclusions of the study are based on the assump-

tions that:
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1. The respondents were a representative sample

of the population of which they were a part, and that

the sample was adequate to justify wide application of

the findings to the Venezuelan parents in the Andean

cities of San Cristobal, Merida, and Trujillo.

2. The responses to the PAAT were valid insofar

as the the total group was concerned.

3. The Spanish version (version Castellana) of

the PAAT-Inventory was adequate to be correctly understood

by the sample population.

Definition of Terms

The following definitions are provided for purpose

of clarifying the terms which were used in the study.

Other terms or phrases are considered to be self-

explanatory.

Attitude: A parent disposition or feeling toward

child rearing.

Creativity: Parental acceptance of imaginative

functioning in their child and desire to encourage or

suppress its development.

Control: Parent feeling about control and the

extent to which parental control of child's behavior is

deemed necessary.

Frustration: Parent childrearing frustration and

focus of the frustration.
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Play: Parental understanding of play and its influ-

ence on child development.

PAAT-Inventory: A composite attitude scale that

reveals how individuals feel about certain aspects of

the parent-child interactive system, their standards for

assessing the importance of various child behaviors, and

their value preferences concerning child behavior.

Teaching-Learning: Parental perception of their

own ability to facilitate the teaching-learning process

for their children.

Regression Analysis: A statistical method to deter-

mine which Venezuelan subject variables would be the best

predictor on PAAT subsets.

Analysis of Variance: A statistical technique used

to test hypotheses, the F-ratio employs the variance (a')

of groups' means as a measure of observing difference among

groups (Ary et al., 1979).

Duncan's Test: A multiple contrast procedure which

is applicable to pairwise comparisons of means. It is

appropriately used as a follow-up procedure in situations

where null hypotheses have been rejected in analysis of

variance testing.
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Il. REVIEW OF THE RELATED LITERATURE

The selected literature is presented in ten major

sections. The first part reviews literature related to

Attitude and Attitude Measurement. The second section

examines Research on Parental Attitudes Toward Child-

rearing. The third reviews Parental Influence in Child

Development. The fourth evaluates Parent Attitudes toward

Child's Play. The fifth major section summarizes studies

on Parent Effects in Child's Creativity. The sixth

reviews Parental Control and Sense of Frustration

in Child-rearing. The seventh discusses studies on Par-

ents as Teachers. The eighth section reviews research

on Socio-economic and Family Influence in Child Develop-

ment. The ninth major section presents Studies Related

to the PAAT, and the last section examines Cross-Cultural

Studies on Parent-Child Relationships.

Attitude and Attitude Measurement

The literature surrounding the measurement of atti-

tudes is enormous, encompassing sources in virtually all

of the social sciences. For this reason the discussion

which follows is concerned only with a review of the
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concept of attitude and its measurement as each pertains

to the purpose of this study.

Over the years there have been hundreds of defini-

tions of attitude and almost as many theories. Gordon

Allport (1935), after reviewing many such definitions,

concluded that most researchers agreed that attitude was

essentially a simple, unidimensional concept, a learned

disposition to respond to an object in a favorable or

unfavorable manner, This was certainly the concept held

by the eminent L. L. Thurston, who referred to attitude

as "the amount of affect for or against a psychological

object" (1931, p. 261).

Allport himself disagreed, believing there was a

qualitative, multidimensional character to attitude being

ignored by measurement instruments which produced a single

score. His suggestion was not immediately supported,

but in time a considerable segment of related psycholog-

ical theory began to adopt the multidimensional approach.

Chein (1948) argues that a true attitude was represented

by consistent beliefs about the object, consistent amount

of affect towards the object, and consistent behavior

with respect to the object. Chein's assertion fit well

with behaviorists, since it implied that behavior could

be used as a source of measurement rather than self-

reported emotions (Campbell, 1963).
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Attitude theory was eventually dominated by the

multidimensional concept. As summarized by Katz and

Stotland (1959), this involved a complex formula of three

components: (1) the cognitive (one's beliefs about an

object); (2) the affective (one's feelings of a favor-

able or unfavorable nature about the object); and (3)

the connative (one's behavior or action tendency towards

an object). These components were said to interact with

each other to produce an "attitude" towards an object.

Summers (1970) pointed out that consistency among the

three components would have to be an essential basis

for any measurement of attitude. Thus a consequence

of the multidimensional concept was that its measurement

would require a multiple indicator technique.

As is not uncommon in the social sciences, the

theory of attitude and the practice of measuring them

did not move on parallel tracks (Judd and Johnson, 1984).

Although a number of efforts have been made to develop

multidimensional measurements (e.g. Campbell and Fiske,

1959; Cook and Selltiz, 1964), probably more attention

and use has been made of single score methods which imply

a unidimensional concept.

Fishbein (1967) argued that this divergence between

theory and research was not incidental. Researchers

were often primarily interested in measuring the affec-

tive component, which they considered the "essence of

attitude." Fishbein pointed to a substantial body of
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evidence to support his argument, including a number

of studies which supported the unidimensional idea that

attitudes were a function of beliefs rather than the

latter being a component of the former (Rosenberg, 1960;

Zajone, 1954; Fishbein, 1963, 1965, Fishbein and Ajzen,

1975; Himmelfarb and Eagly, 1984).

Thus the development of attitude measurement has

moved along two separate lines, depending upon whether

the researcher accepted a multidimensional or unidimen-

sional definition of attitude. In the course of this

development a pragmatic trend emerged. Researchers found

that, in addition to traditional measurements of the

affective component, one could focus on the other two

components and, if the object of interest was indeed

an attitude, come up with measurements of acceptable

reliability and validity. Zajone (1960) and Scott (1969)

each developed indices of the cognitive component which

could be used in attitude measurement. Significant rela-

tionships between behavior and attitude were also found

using scales based on observations of behavior (Carr

and Roberts, 1965; Bandura, Blanchard and Ritter, 1969).

Dawes (1972) took matters one step further. He

classified measures of attitude as being either represen-

tational or indexical. Representational measurements

involved a two-way correspondence between the property

of the object being measured and a property of the

measurement scale. This scale in effect "represented"
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the property of the object being measured. Index

measurement was defined as involving a one-way corres-

pondence only. The property of the object could be placed

on a scale of measurement--an index--but the index itself

would not be a true scale and could not be used to pre-

dict unobserved attitudes. Dawes pointed out that while

representational measurement provided a more precise

outcome and a means of prediction, index measurement

was equally valuable for its usefulness; it could be

used to provide descriptions about events "external to

those used to obtain the index" (Dawes, 1972, p. 15).

One would have to conclude from a review of the

literature that the investigation of attitudes has pro-

ceeded on a broad front, encompassing a superabundance

of definitions, theories, and methodologies. While this

has often created a series of claims, criticisms, and

counterclaims, it has also produced a prevailing mood

of pragmatism, resulting in a variety of potential tools

for investigators. While some theorists would obviously

disapprove of the proliferation of concepts and methods,

others would likely agree with Fishbein (1967, p. 479),

who concluded:

It seems that these different types of instru-
ments, or approaches, are attempting to measure
the same thing; each is attempting to arrive at
a single score that will represent how favorable
or unfavorable the individual is toward the
attitude object in question.
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Research on Parent Attitudes
toward Childrearing

In 1971, Hess suggested nine categories of parent

attitudes which influence child development. These cate-

gories are: (1) independence training, (2) warmth and

high emotional involvement, (3) consistency of disci-

pline, (4) explanatory control, (5) expectation for

success, (6) parents' sense of control, (7) the verbal-

ness in the home, (8) parent's direct teaching, and

(9) parental self-esteem.

Moreover, cultural anthropologists such as Levine,

1973; Spindler, 1974; and Whiting and Whiting, 1975 con-

firm the above nine categories of parent behavior and

attitudes observing that parents in diverse cultures

might go about performing these functions in different

ways.

There have been a number of important studies on

child rearing that paint somewhat different pictures

of the dimensions of parental attitudes and behaviors

and arrive at different conclusions about how parenting

styles affect children's development. General dimensions

of parenting attitudes on which studies have usually

focused are democratic-controlling, restrictive-

permissive, and warm-hostile.

As early as 1948, Baldwin conducted a longitudinal

study of children's social development from birth until



23

later childhood. Parents were interviewed and observed

at home interacting with their children several times

during the study. A particular dimension of parenting

identified was that of democracy-control, across which

there were many variations. In this research, Baldwin

found out that children of highly democratic parents

were well organized, aggressive, fearless, successful,

and highly social. On the contrary, children of highly

controlling parents were obedient, suggestible, fearful,

nonaggressive, and lacked tenacity.

Later, the study by Sears, Maccoby, and Levin (1957)

and subsequent studies by other researchers such as

Bronson (1972) and Kagan and Moss (1962) have pointed

out that restrictive parents tend to have obedient, polite,

and conforming children while permissive parents tend

to have aggressive, very expressive, and inhibited chil-

dren.

Meanwhile, Baumrind (1966) used an interesting

approach to conduct her study in child-rearing practices.

She rated preschool children 3 to 4 years old according

to certain characteristics of personality such as impetu-

osity, self-reliance, aggressiveness, withdrawal, and

self-control. Then, three types of children were identi-

fied: (1) competent children who were usually happy,

self-reliant, and self-controlled; (2) withdrawn children
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who were usually sad, infrequently approached other chil-

dren, and engaged in solitary activities; and (3) immature

children who were usually lacking in self-reliance and

self-control.

The next step used by Baumrind was to observe interac-

tions between these children and their parents. Initial

ratings of parents' childrearing attitudes such as con-

trolling, demanding mature behavior, and nurturing were

later modified to represent three distinctive parenting

styles--authoritarian, authoritative, and permissive

(Baumrind, 1971, 1973).

According to Baumrind (1971), the extreme character-

istics of parenting styles of authoritarian (restrictive)

and permissive childrearing appear to be equally destruc-

tive of normal social development. Both strict and per-

missive parents have unrealistic beliefs about young

children. They do not seem to understand the importance

of the parent model for the preschool child or the child's

inability to understand certain kinds of demands. Con-

versely, parents who appear to provide realistic guidance

to their children were those with authoritative attitudes.

However, later on, Lamb and Baumrind (1978) discov-

ered that black girls raised by authoritarian parents

were self-assertive and independent. This finding com-

pels the conclusion that not only is the family system
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complex but so too is the interrelationship between the

family and the social environment. Therefore, in order

to perceive a clear picture of the interrelationships

between parents and their children it is also necessary

to consider the effects of culture and subcultures on

both children and parents.

As recently as 1980, Maccoby has suggested that

warm and affectionate parents most often have children

who are socially competent and well adjusted. According

to Maccoby (1980) a warm parent is deeply committed to

the child's welfare; willing to spend time (within limits)

in joint initiatives of the child's choosing; responsive

to the child's needs; ready to show enthusiasm over the

child's accomplishments and acts of altruism; and sensi-

tive to the child's emotional states. Contrary, hostile

.parents' attitudes show both a lack of good commitments

to the child's well-being and openly expressed feelings

of rejection.

Reflecting the early and persistent belief in the

importance of parental acceptance-rejection and

permissiveness-restrictiveness dimensions, several

studies have reported positive correlations between both

parental acceptance/affection and parental control/demands

and verbal ability (Bayley and Schaefer, 1964; Martin,

1975; Turner and Harris, 1984) and academic motivation

(Nuttal and Nuttal, 1976). Findings with respect to

a parental acceptance-child achievement association have
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been highly inconsistent with several studies documenting

an inverse relationship between the two, especially for

girls (Grandall, Dewey, Katkovky, and Preston, 1964).

On the other hand, high demands for achievement as well

as parental reinforcement and modeling of achievement

behavior are among the variables most consistently related

to the child's achievement (Bandura and Kupers, 1964;

Baumrind, 1971; Marjoribanks, 1977).

Moreover, research conducted by Baumrind (1969) and

Pomory (1966) suggests that parental attitudes toward

childrearing are much easier to assess and have been

shown to be frequently related to actual parental behav-

ior. Therefore, it seems to be reasonable to assume that

parental attitudes toward childrearing are related to

the ways in which parents interact with their children,

which, in turn, have an effect on the personality and

behavior of the child, including the child's social compe-

tence.

In summary, previous research in the area of par-

ents' attitudes and childrearing has generally suggested

that parents determine the behavior of their children

(Hetherington and Parke, 1975; Parish, 1980; and Turner

and Harris, 1984). However, most of these studies have

generally been correlational in nature and have not con-

sidered the possibility that the parents' choice of one
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rather than another disciplinary approach may be a conse-

quence instead of a cause of children's behavior. The

present study is an attempt to provide additional data

on how Venezuelan parental attitudes relate to child's

creativity, parental control, parental sense of frustra-

tion, parents' feelings about child's play, and parents'

self-perception as teachers of their own children.

Parent Influence on Child Development

The child development stage from infancy (0-3 years)

to preschool age (3-5 years) is recognized as the critical

period for growth and development in language and intelli-

gence. Twenty years ago studies by Bloom (1964),

McCandless (1964), Hunt (1964), and Torrance (1965) sug-

gested that half of all growth in human intelligence

takes place by age four.

Also a number of researchers (Hess, 1968; Bayley

and Levson, 1967; Stauffer, 1969) emphasized the extent

to which the development of high levels of cognitive

ability, concept formation, and problem solving ability

are dependent upon high level of linguistic ability.

The parental influence on children's development

takes place in the home environment. This is not to

overlook the importance of heredity, particularly in

relation to growth and also for intellectual development;

nor to deny the influence of the wider environment of



28

the neighborhood and of the community. However, for the

young child, the home and the family play the major

part in drawing out and structuring his abilities,

molding his personality and behavior, giving direction

to his interest and shaping his attitudes (Davie, Butler,

and Goldstein, 1972).

Swift (1969) discusses the impact of the parents

and their "way of life," and what the child learns from

them, upon child development. However, although there

is considerable awareness of the parents' effects on

child development, the current emphasis is on identifica-

tion of differences in parental behavior and life styles

(Johnson, 1975; Strom, 1979; Roufi, 1981; Park, 1983).

Radin, in a series of studies (1972; Radin and

Epstein, 1975; Jordan, Radin, and Epstein, 1975), tested

the prediction that children with nurturant parents have

advantage in intellectual tasks by virtue of an enhanced

parental identification.

Other child development theorists such as Sears

(1953), Kagan (1968), and Mussen and Rutherford (1963)

discussed the relationship of reinforcement and imitation

in other terms. They indicated that children will imitate

models who resemble themselves.

Lamb (1981) has pointed out that as children iden-

tify with their parents, not only are attitudes, values,

roles, gestures, and emotional reactions emulated, but
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problem-solving strategies, thinking process, and vocabu-

lary as well. This matching behavior of the child to that

of the parents should foster the cognitive development

of young children.

Another area of child development which has been

studied by psychologists are child's self-esteem and

parent-child relationships. With a large sample of chil-

dren, Rosenberg (1965) found that parental attention

and concern were significantly related to self-esteem.

Coopersmith (1967) reported that self-esteem was associ-

ted with parental acceptance and the setting of firm,

realistic limits in the context of a respect for individ-

ual expression. In addition, Grecas (1971) found that

parental support was related to children's self-esteem.

In a cross-cultural study, Thomas, Grecas, Weigert,

and Rooney (1974) determined that parental support was

strongly and consistently related to children's self-

esteem. Among Puerto Rican children, Saavedra (1977)

found positive relationship between parental warmth and

self-esteem and negative relationships between self-esteem

and parental control.

On the other hand, Grumbaum, Hurwitz, Prentice,

and Sperry (1962) studied elementary school-age boys

of average IQ who were 2 years below grade level. The

researchers discovered that the boys had fathers who

felt inadequate and considered themselves failures.
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In support of these findings were those of Busse (1969),

who found that flexibility in thinking (defined as consid-

ering alternative solutions to problems) of 11-year-old-

lower-class black boys was related to the father's feel-

ings of power toward his spouse, the world, and his off-

spring.

The influence of the parents' attitudes on young

children's languages and cognitive development has

increasingly become a focus of research (Clarke-Stewart,

1978; Gleason and Weintraub, 1978). After first estab-

lishing that mothers provide special modifications in

their speech to young children (Snow, 1977), a number

of researchers have attempted to distinguish those fea-

tures of mothers' speech that may advance children's

language acquisition. For example, Newport, Gleitman,

and Gleitman (1977) found a statistically significant

relationship between the frequency of maternal labeling

utterances and the size of children's vocabularies.

Moreover, the role fathers may play in language

and cognitive development has recently captured the atten-

tion of researchers. Thus, Clarke-Steward (1978) pre-

sented evidence of contrast in the influences of mothers

and fathers on the cognitive development of 14 children.

Her analysis of parent-child social interaction suggested

that mothers play a direct role in promoting children's
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cognitive abilities, whereas the father's role is only

indirect.

In studies conducted by Brenton (1966) and Radin

(1976) there is evidence of paternal influence on intellec-

tual development. Furthermore, Reis and Gold (1977)

concluded that children whose parents are accessible

to them are more cognitively competent.

From the review of research summarized thus far

it appears that the effects of parental attitudes and

parental influences in child development tend to support

the concept that what parents do in the early years

affects child's cognitive development, self-esteem, self-

discipline, and intellectual development. However, none

of the research findings reviewed has discussed the impor-

tance of play and parent-child interaction. Therefore,

an examination of this relationship follows.

Parents' Attitudes toward Child Play

Although is assumed to be a necessary activity

of childhood, it is seldom viewed as an essential compo-

nent for intellectual achievement (Strom and Ray, 1970;

Norbeck, 1971). On the contrary, Riley (1973) stressed

the value of play as a dynamic tool for learning,grow-

ing, and interacting experience.

Some early research findings (Feitelson, 1954,

1959; Levine and Levine, 1963; Bower, 1968; and Sutton-

Smith, 1971) denote the existence of definite cultural,
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class or situational restrictions on children's play.

Such influences as urban crowding, availability of play

materials, psychological freedom, accessibility to parents,

and frequency of parent-child interaction limit or encour-

age the young child's exploratory and play behaviors

(Strom, 1974).

Although there has been evidence of cultural differ-

ences (Gordon, 1980; Strom, 1978) and socioeconomic class

differences (Brandt, 1979; Murphy, 1972; Sigel and McBane,

1967) in the extent to which children engage in play,

there has been little systematic research dealing with

the extent to which such differences occur and their

causes. Rather, it has often been assumed, on the basis

of observations of white middle class children from Europe

and the United States, that play occurs naturally at

about the same age in all young children regardless of

their social class or cultural background (Griffing,

1974).

However, to the young child, play is life itself

(Evans, 1974). Play fills mind and body, mentally, emo-

tionally, and the physical being. In the past, the impor-

tance of play in child development has been undervalued. A

reevaluation of play as the typical behavior of childhood

has been pointed out by Bower (1968), Sutton-Smith (1971).

and Strom (1980). These researchers agree that it is
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during play that children maximally exercise their crea-

tivity and imagination.

In reviewing the research on the role of play in

development, Dansky and Silverman (1975) have suggested

that play creates a mental set which enables the player

to associate fluently. This associative fluency permits

the player to do well in creativity tests. To support

this suggestion Dansky and Silverman (1973) found that

children who played with a set of objects gave signifi-

cantly more nonstandard uses for those objects than chil-

dren who had used those objects in an imitative context

or who had no prior exposure to those objects. In a

later study these authors also found that children in

the play conditions gave more nonstandard uses for objects

not involved in any of the treatment conditions than

did children in the imitation and control conditions

(Dansky and Silverman, 1975).

More recently Li, A. K. F. (1978) added treatment

group, one trained in make-believe play, to this design.

She found that the free play, as she called Dansky and

Silverman's play condition, and make-believe play condi-

tions were equally effective in producing nonstandard

uses for objects with which the children had played.

But children in the make-believe play condition produced

more nonstandard uses for an object not played with than

children in the free play condition.
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Liberman (1977) has proposed that the crucial factor

in the relationship between play and creativity is playful-

ness and has developed a playfulness scale which consists

of manifest joy, sense of humor, physical spontaneity,

social spontaneity, and cognitive spontaneity. Each

of these aspects is measured quantitatively and qualita-

tively. In addition she has included "dummy" items

measuring intelligence and physical attractiveness.

One of the surprising features of Lieberman's play-

fulness scale is its unidimensionality. Factor analysis

of the items on the scale has revealed that all items,

except intelligence and physical attractiveness, load

highly on the first factor. This is puzzling given the

cognitive and affective aspects of playfulness, especi-

ally since this distinction has also been found in

research conducted by Singer (1966) on "daydreaming"

and by Brodzinsky (1977) on "children's comprehension

and appreciation of verbal jokes in relation to concep-

tual tempo."

Experimental findings tentatively support Lieberman's

(1977) concept of playfulness. Lieberman (1965) and

Durrett and Huffman (1968) have found that the playfulness

items correlated significantly with creativity measures.

However, these findings have been questioned by Singer

and Rummo (1973), since it appears that intelligence

mediates the relationship between playfulness and crea-

tivity.
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On the other hand, research in the area of parent-

child-play interaction, parent-child-fantasy-play, and

parents; acceptance of child's play imagination has

been difficult. Strom (1974) argues that this is because

researchers as observers avoid the parent and child

at play especially the interpretation of play content.

Rather, they observe the dynamics of imaginative play

of children with their peer groups.

Perhaps one of the main obstacles to performing

research in this area of parent-child play interaction

is that most of the observation systems were developed

to describe non-play conditions (Simon, 1967). Therefore,

main obstacles to performing research in this area of

parent-child play interaction is that most of the obser-

vation systems were developed to describe non-play condi-

tions (Simon, 1967). Therefore, much of the needed

research on parent education awaits the design of a

coherent process-oriented play observation system.

To elaborate the possibilities in creating a play

observation system, Strom (1974) has pointed out ten

play observation categories which were found useful

in his research at the Parent-Child Laboratory of Arizona

State University. These categories are: (1) Sustains

Attention, (2) Delays Closure, (3) Expresses Emotion,

(4) Accepts Imagination, (5) Accepts Spontaneity,

(6) Awaits Reflection, (7) Shares Dominance,
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(8) Imitates Speech, (9) Praises Indiscriminately,

(10) Senses Embarrassment.

Strom (1974) affirms that the readiness of pre-

schoolers to sustain attention while at play can be timed.

This ability to pay attention is for the process of play

rather than for any among the disocntinuous events or

plots on which process may focus. He also states that

the great breadth of child focus during play is usually

considered as an indication of short attentive ability.

But, perhaps the preference of the child for wide focus

facilitates an inventive orientation by bringing together

otherwise mutually remote ideas. From this perspective

it would appear that parents need to enlarge both the

length and scope of their attention in order to partici-

pate in fantasy play with their children.

It has been demonstrated by Caplan and Caplan (1973),

Evans (1974), Strom (1981), Copeland (1980), Fine (1980),

that peer play does not require closure. Since no rules

are set forth and the reward is continuous rather than

terminal, the child is not obligated to complete play.

To him, play is a never-ending and all important task.

On the other hand, parents who often approach fantasy

play as though it were a competition sense a need to

finish one thematic event before starting a new one

(Strom, 1981). Therefore, parental satisfaction lies

in the outcome rather than in the process of play. This

difference in the locus of satisfaction attributes to
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the cognitive style preference of preschoolers and their

parents. Studies (Torrance, 1979; Truhon, 1983; and

Strom, 1981b) suggest that children show strong prefer-

ences for receiving (becoming aware) rather than for

judging (reaching conclusions). Conversely, parents

prefer judgment. While a judging person emphasizes the

control and regulation of experience, the perceiving

individual is inclined to be more flexible and spontane-

ous, more curious and receptive to experiences both of

the world within and outside the self (Strom, 1969).

It is important to recognize that we live in a

world of early deadlines, a period when the time for

reaching conclusions and for finishing tasks is continu-

ally compressed. Consequently, the more conscious we

as a society become, the less likely parents will be

able to tolerate delayed closure when they meet this

characteristic in their children (Strom, 1978).

Studies by Hoffman (1971) have shown that when

tired or uninterested parents dutifully read and tell

stories to their preschoolers, the monotonous presenta-

tion (as assessed by facial expression, speech inflation

and emotional tone) has a negligible educational benefit

for the child. By comparison, parents who read with

feelings and express emotion in the telling of stories

to their children register an appreciable impact.

A number of researchers (Torrance, 1979; Lamb,

1976, 1977, 1981; Parke, 1979; Strom, 1978, 1981, 1984;



38

Clarke- Steward, 1978) have suggested that preschoolers

prefer to become aware of the world through intuition

and intuitive orientation which consistently emphasizes

the possibility of an idea or situation. Conversely,

most parents prefer to perceive by sensation, the tendency

to experience things only as they are without recourse

to imagination (Strom, 1974). For parents, the world

of actuality is considered a sufficient source of experi-

ence without seeking impressions from the realm of what

is unseen. In consequence, most adults are less inclined

than children to question and wonder about the inherent

mysteries of situations.

All of the categories described thus far represent

strengths which are more readily observed in the play

behavior of preschoolers than of their parents. In this

connection, Strom (1974a) has found that parent-child

play and peer play are most alike in homes where parents

have recognized the wisdom of reciprocal modeling. To

recover the creative skills required for optimal intra-

family play, parents must perceive children as teachers

and themselves as learners.

In summary, play serves many valuable purposes

in the life of the child. Play fosters physical, intellec-

tual, and social development. Parent-child interaction

during play is crucial in developing the creative aspect

of the child's personality. This background provides

support to the purposes of the present study in attempting
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to assess Venezuelan parents' attitudes toward child

play.

Studies of Parent Effect on Child Creativity

It is a part of the popular wisdom that play and

creativity are related. Children are described as being

most creative when at play and many of children's play

activities are seen as precursors of the creativity activi-

ties of artists (Truhon, 1983). Despite these notions

it is only recently that studies have begun to examine

the relationship between play and creativity (Strom,

1978, 1981; Dansky, 1980; Lieberman, 1977; Torrance,

1978).

However, defining creativity where young children

are concerned is rather difficult, since the commonly

accepted definitions include not only the requirement

that the idea or product be novel but that it be related

to reality and to stand the test of being worthwhile,

too (Torrance, 1969).

Smith (1966) has given a definition which suits

the purpose of the present study. He has stated:

creativity is the process of sinking down taps
into our past experiences and puttting these
selected experiences together into new patterns,
new ideas, or new products (Smith, 1966, p. 43).

Strom (1984) has strongly stated that the best time

to begin our support of creativity is during early child-

hood while there is still a preference to learn in crea-

tive ways. He also positively declares:
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If, in the home and at preschool, children are
encouraged to guess, ask opinions, experiment,
value privacy, delay closure, persist at tasks,
express uncertainty, and go beyond stereotypic
sex role, the outlook is optimistic.

Therefore, when divergent thinking is stimulated, chil-

dren tend to be freer of their inhibitions imposed by

conformity, more willing to generate alternatives, and

more open to the richness of new experiences (Strom,

1984).

The experience of being involved in creating activi-

ties satisfies people in many ways that nothing else can,

and the ability to be creative appears not only to reflect

but to foster emotional health. In relation to this

condition, Hendrick (1975) has pointed out that the act of

creation enhances the child's feelings of self-esteem and

self-worth. Also, creative experiences offer opportunities

to express emotions and to come to terms with them.

Finally, creative activities offer an excellent opportunity

to individualize teaching. Consequently, materials and

activities that depend on open-ended replies permit unique-

ness and diversity to flourish and allow each child to

be himself rather than require him to conform to closed-

system, authority centered learning (Hendrick, 1975).

One of the peak periods for creative self-expression

occurs in our contemporary Society between the ages of

4 and 6. This stage correlates well with Erikson's develop-

mental stage for this age, which he identifies as the stage
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of initiative versus guilt (Gowan, 1972). Erikson's stage

is characterized by reaching out, exploring, and experiment-

ing, reflecting an increase in creative behavior, which

is partially characterized by this same kind of activity.

Several studies conducted in the area of creativity

(Maslow, 1968; Torrance, 1969; Taft, 1971; Bourisseau,

1972; Strom, 1977) have found that the creative person

is more mentally healthy than his less creative peers.

They agree that the creative child is atypical in that

he seems to find an original satisfaction in disorder.

The creative child admits complexity into his perceptions

without becoming overly anxious.

According to Mackinnon (1967) all the creative groups

studied in the Institute of Personality Assessment and

Research at the University of California (Berkeley) have

shown preference for asymetrical and complex designs.

Furthermore, findings from research (Crutchfield, 1963;

Fabun, 1968; and Torrance, 1971) suggest that creative

individuals exhibit curiosity, personal courage, the willing-

ness to persevere and stand alone, and a preference to

work in long blocks of time.

Consequently, playing, guessing, searching, manipu-

lating, and questioning all are ways in which preschool

children learn without restrictions. Unfortunately,

this approach is not the one favored by parents (Strom,

1969). Learning by authority and acceptance without
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questioning characterize the cognitive style that parents

and teachers prefer (Postman and Weingarten, 1969; Strom,

19669, 1981; Torrance, 1978). Therefore, it is not excep-

tional to find cross-lateral discontinuities in creative

development. There is a great deal of evidence indicating

that among Anglo-American cultures the greatest decline

in creativity development coincides with the fourth grade

(Kirkpatrick, 1900; Andrews, 1930; Weideman, 1961; Torrance,

1964, 1978). Some investigators assume that this discon-

tinuity is developmental and cannot be altered (Wilt, 1959).

Other scholars however, perceive the problem as culture-

related arguing that in some other cultures like Western

Samoa and India the decline phenomena does not appear

(Johnson, 1963; Strom, 1969; Torrance, 1965, 1978).

Torrance (1963, 1964, 1965, 1978) has done extensive

research in the area of child creativity and creativity

in human development with nearly one thousand teachers

and parents from the United States, Germany, India, Greece,

and the Philippines. The purpose of Torrance's research

was to examine the "ideal child" concept by means of the

list of the sixty-two characteristics from which parents

and teachers chose the ones that ought to be encouraged,

and the undesirable ones. Comparison of the results

reveals that:

. . . all five cultures may unwittingly be penal-
izing their creative membership, particularly
those of the student population, by limiting
adult encouragement with rewards to behaviors
like being courteous, obedient, handing in
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work on time, attaining popularity, and accept-
ing judgment from authorities. . . . The find-
ings show that being courageous in one's con-
victions, exercising independence of judgment,
being unwilling to accept mere say-so and
judgment of authorities, disrupting class
procedures, maintaining emotional sensitivity
and occasionally regressing are behaviors
constructed as unacceptable, in need of
correction and remediation (Strom, 1969,
p. 229).

The support a society gives to creative behavior

and the amount of divergency it allows individuals are

reflected in parents' attitudes. When parents consis-

tently discourage guessing, intuition, talkativeness,

willingness to take risks, and other attributes of crea-

tivity, it is not surprising that children soon replace

them with conformity to behavioral norms of the group.

Creative growth is impeded when home environment makes

success dependent on parents' approval, when there is

a misplaced emphasis on stereotyped sex roles, and when

originality receives negative responses (Strom, 1981).

During preschool and primary years the curve of

creative development rises. At these stages the dominant

behavior is play. However, the notion that play has less

value than other productive activities is prevalent.

During play children can engage in imaginative and physi-

cal play, social interaction, or any activity of their

choice (Strom, 1981; Caplan, 1974). Consequently, play

is an integral component of the creative process (Maslow,

1963; Getzels, 1970; Maynard, 1973; Torrance, 1978; Strom,

1981, 1984) and one of the most rewarding experiences

that man is capable of feeling (Caplan and Caplan, 1974).
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To conclude, it appears that parents have a great

deal of influence in developing or inhibiting creativity

and the sense of potency in young children. Thus, in

order to design programs for parent eduction it is neces-

sary to evaluate parents' attitudes toward child creativ-

ity. Hence, one of the purposes of the present study

is to investigate Venezuelan parents' attitudes toward

children's creativity.

Parental Control and Sense of Frustration
in Childrearing

Without any doubt, the single most important influ-

ence in the socialization of the child is the family,

particularly the parents (Meyer and Dusek, 1979). During

the preschool years, the typical child is exposed to the

values, the likes, dislikes, attitudes, and general home

environment provided by parents. Therefore, during this

period parents have a tremendous effect on the child's

development and adjustment during these early years

(Baumrind, 1974; Gadlin, 1979; Strom, 1981, 1984).

The powerful, long-term influence of parents on

children's social and personality development formed the

corenerstone of Freud's (1935) theory of personality

development. In this theory, perhaps the most important

outcome is the notion that the child has to identify with
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the same-sex parent to develop normally. Through identi-

fication, the child learns some acceptable social behav-

iors and begins to acquire a sex role (Lamb, 1981; Biller,

1981; Hoffman, 1981; Machtlinger, 1981; Kohl, 1982; Perl-

mutter, 1984). Parents also use rewards and punishments

to teach their children how to behave. Hence, the parents'

personalities and behavior are important because they

influence the way parents socialize children through model-

ing and other child-rearing techniques (Meyer and Dusek,

1979).

Early research on parent-child relationships focused

on the psychological dimensions of child-rearing practices.

According to Martin (1975) the purpose of those studies

was to determine which patterns of child-rearing would

be predictive of childhood difficulties.

Twenty years ago, Becker (1964) claimed that parental

behavior involves 3 dimensions--restrictiveness versus

permissiveness (control versus autonomy), warmth versus

hostility (love versus hostility), and anxious-emotional

involvement versus calm detachment. The end points of

these dimensions are defined by various parental acts.

Warmth, for example, is defined as encompassing accep-

tance, approval, positive responses to dependency, the

lavish use of praise in discipline, little use of physical

punishment, and the like. The hostile end of this dimen-

sion is defined by the opposite behaviors. The restrictive

end of the restrictive-permissive dimension is defined
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by the enforcement of demands for modesty, table manners,

obedience, aggressive behavior, and so forth. Anxious-

emotional involvement refers to babying, overprotective-

ness, and other similar behaviors (Becker and Krug, 1964).

Hoffman (Hoffman and Saltzstein, 1967; Hoffman,

1970) has clarified the role of various disciplinary prac-

tices by noting there are at least 3 forms of punishment

parents use: (1) power-assertion refers to the use of

physical punishment, the deprivation of desired things

or privileges, or the threat of these. In using this

form of punishment, the parent controls the child through

the child's weakness rather than through guilt arising

from child's identification with the parent. (2) Love-

withdrawal involves nonphysical expression of parental

anger or disapproval, such as ignoring, isolating, and

expressing a dislike for the child. These techniques

may be more punitive than physical punishment because

of their implicit threat of abandonment (Meyer and Dusek,

1979). In turn, guilt may arise and begin to control

the child's behavior. Unlike power assertation, love-

withdrawal may last for a long period of time rather than

ending relatively quickly as occurs with physical punish-

ment. (3) Nonpower-assertive identified by Hoffman (1970)

is induction. When the parent explains why the child

should not engage in some behavior--such as warning the

child of the dangerous consequences of touching a hot
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stove or playing with matches--the parent is using induc-

tive discipline.

Research findings show evidence that parents who

score high on hostility tend to use power-assertive disci-

pline and parents who score high in warmth tend to use

praise and induction discipline (Martin, 1975; Becker,

1974; Feshbach, 1970; Baumrind, 1978; Maccoby, 1980).

Also, a number of researchers ( Baumrind; 1974,

1978; Martin, 1975; Nuttal and Nuttal, 1976; Maccoby,

1980; Turner and Harris, 1984) have pointed out that par-

ents who use high amounts of physical punishment rear

children who are aggressive. This relationship between

parent and child aggression is apparently due to 3 factors.

First, parental use of physical punishment may be frustrat-

ing to the child. In turn, this may produce anger which

is expressed through aggressive behavior. ,Second, parents

who use physical punishment in attempting to control their

children's behavior are models for the use of aggression.

Ineffect, these parents may teach their children to behave

aggressively. Third, punitive-hostile parents may directly

reinforce aggressive behavior in their children (Meyer

and Dusek, 1979).

It is important to note that the largest body of

research on parental discipline effects on children's

behavior deals with the restrictive-permissive dimension.

In general, the research confirms the common-sense supposi-

tion that restrictive parents, those who force the child
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to adhere to their standards, raise children who are inhib-

ited, passive, socially withdrawn, and noncompetitive.

In comparison parents who are permissive, that is, those

who do not demand high conformity to parental standards,

rear children who act in a more uninhibited fashion (Becker,

1964; Hoffman and Saltztein, 1967; Baumrind, 1971, 1973;

Clarke-Steward, 1973; Parke, 1974; Staub, 1975; Martin,

1975; Maccoby, 1980, Turner and Harris, 1984).

Moreover, there is some evidence (Becker, 1964;

Baumrind, 1978; Maccoby, 1980) to suggest that the combina-

tion of permissiveness and hostility produces maximal

aggression and noncompliance with respect to restrictions

on behavior. Restrictiveness in a hostile atmosphere

leads to higher levels of self-aggression, anxiety and

worry, or other neurotic symptoms (Meyer and Dusek, 1979)

Conversely, the combination of permissiveness and warmth

results in children who are independent, friendly, crea-

tive, and relatively low on measures of hostility. Chil-

dren reared in homes that are restrictive but warm tend

to be dependent, unfriendly, less creative, and more hos-

tile. Children from permissive but warm homes tend to

be socially assertive and domineering, but within appropri-

ate bounds that are acceptable to others (Becker, 1964;

Baumrind, 1966, 1971, 1978; Hess, 1971; Levine, 1973;

Whiting and Whiting, 1975; Martin, 1975; Lamb, 1978;

Maccoby, 1980; Lawton, 1982; and Turner and Harris, 1984).
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In summary, it is important to note that, in general,

restrictiveness and permissiveness each has positive and

negative consequences. While restrictiveness results

in highly socialized, controlled behavior it also fosters

dependency and reduced intellectual striving. Permis-

siveness results in sociable and outgoing behavior, but

also leads to increased aggressiveness. Finally, restric-

tiveness in a warm atmosphere results in a highly conform-

ing child.

Parents as Teachers

As Robert Strom (1984) has stated, for many years

parents were led to believe they did not have the neces-

sary ability for helping children learn. The most common

response was to comply with the wish of educators to limit

instruction at home and let the school do its own job.

Later, when studies began to suggest the importance of

early environment, the teaching possibilities of parents

were again overlooked (Strom, 1984). In fact, projects

like Head Start and other compensatory education efforts

were established on the premise that some children needed

rescue from family influence. Programs of this type seldom

made provisions for meaningful parent involvement and

implied that low-income mothers in particular were incapable

of change (Strom, 1984).
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However, during the 1970's the impression about

parents as teachers underwent a dramatic shift. New educa-

tional designs call for working directly with parents.

Thus, programs like Homestart emphasize the unique possi-

bilities of parent influence. Moreover, Strom (1984)

has suggested that in terms of individualized instruction,

it is important to recognize that the family has the most

desirable teacher-pupil ratio at the time in life when

it counts the most, in fact, parents are generally the

only teachers a child has during the period of most rapid

3rowth. Certainly they are the child's only continuous

teachers. Then too, young children are in a stage of

close identification with their parents, more than they

ever will be again. This means parents have a great oppor-

tunity to teach values as well as communication skills.

Together these are sufficient reasons for helping parents

improve themselves as teachers.

In the last several years, specific social conditions

make the need for providing education and support for

parents an even more pressing concern. Several recent

studies have documented the confusing feelings of parents

and their increasing need for support in the task of child

rearing (Bronfenbrenner, 1974; Goodson and Hess, 1976;

Keniston and the Carnegie Council, 1977).

Moreover, the increasing number of teenage parents

as well as the weakening of the extended or readily avail-

able family support systems through mobility signal the
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need for stepped-up efforts to channel support and informa-

tion to parents (Orthner, Brown, and Ferguson, 1976;

Sparling, Lowman, Lewis, and Bartel, 1978; Epstein, 1980).

Additionally, changing social structures and cultural

traditions in contemporary society, have contributed to

a growing uncertainty among parents about their role and

function (National Academy of Science, 1976; Yankelovich,

Skelly, and White, Inc., 1976-77; Holtzman, 1979). There-

fore, the particular conditions of our contemporary world

make parent attitudes toward childrearing an important

topic of study.

Recent research (Kazden, 1978; Stevens, 1979) indi-

cates that parents differ in the types of information

they need and in the way parents' attitudes with respect

to child-rearing may affect the elaboration of parent

educational designs (Hill and Barnes, 1982).

Evidence from research (Turner and Harris, 1984);

Leovinger, 1974; Strom, 1984) suggests that the effect

of parents as teachers depends on their level of self-

confidence. This is an especially critical matter where

parents are concerned. Unless they feel capable of provid-

ing a learning environment at home, parents may either

withdraw from teaching in favor of a surrogate or else

resort to coercive tactics. A better situation exists

when parents are aware that much learning does occur during

early childhood, they are willing to accept a child's

motivation and enter his or her realm of strength, they
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share control while teaching, and can assess something

of their educatiorial impact (Strom, 1984).

Socioeconomic and Family Influences
on Child Development

In early life a great deal of children's development

is determined by their learning at home. For the young

child the home and the family play the major part in draw-

ing out and structuring his abilities, molding his per-

sonality and behavior, giving direction to his interests

and shaping his attitudes (Davie, Butler, and Goldstein,

1972).

The family and home influences operate in complex

and subtle ways. Swift (1969) discusses the impact of

the home upon a child's development and the "way of life"

he learns there. How he experiences life will be greatly

influenced by the ways in which he has been taught to

think and to value by the culture in which he is initi-

ated. Therefore, there is a great deal of interest in

investigating socioeconomic and family issues influenc-

ing childrearing practices and, consequently, child

development. Such issues are: What is the effect of

family size upon children's development? How important

for the child are the parents' aspirations, their interest

in him and their own educational background and social

origins? Are the children of working-class parents at

all retarded educationally and is their behavior and
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adjustment affected? Do poor physical conditions in

the home or overcrowding have adverse effects?

This study did not try to answer all of these ques-

tions but to investigate if family size, parents' occupa-

tion, parents' educational background affect Venezuelan

parent attitudes toward childrearing practices.

The fact of an inverse relationship between family

size and ability and attainment has been shown by a number

of researchers (Douglas, 1964; Nesbit and Entwistle, 1967).

A frequently suggested explanation is that children in

larger families have less contact with their parents and

other adults than do children in smaller families (Davie,

Butler, and Goldstein, 1972).

In reviewing the research conducted by McCarthy

(1930), Davis (1937), Church (1966), and Hore (1974) there

is a common finding which marked a positve relationship

between socioeconomic status of the family and the develop-

ment of the child (Hess and Shipman, 1965, 1966; Robson,

1967; Davie, Butler, and Goldstein, 1972).

There are three sets of family factors that have

been found to be associated with intellectual behavior

and personality development (Gordon, 1969). The first

is demography factors. According to Gordon (1979) these

are the clearest indicators, but in terms of educational

program development they are least susceptible to change.

These include family organization, family income, parent
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educational background, family size, and social class

membership.

Second are cognitive factors, which according to

Gordon (1979), are key elements in the interaction of

parent and child in the language domain. This includes

academic guidance (intellectual stimulation and reading

encouraged within the home, not only the existence of

books magazines, and newspapers, but the modeling of their

use for the child), language patterns and style (vocabu-

lary, good word usage), use of community resources (library,

museum, art-craft centers), and verbal discussions of

everyday life issues.

Third are the emotional factors which relate to

such items as whether or not a parent is consistent in

the management procedures used with the child, as well

as the expectations held and the communication of these

expectations; the emotional security and self esteem of

the parents, and the development of emotional security

and self-esteem of the child (Gordon, 1979).

On the other hand, common sense suggests that a

positive attitude toward school will probably be encouraged

by those parents who themselves had a good education (Davie,

Butler, and Goldstein, 1972). Also, common sense suggests

that some of the parents who are most anxious and even

enthusiastic about their children's education are those

who regret having missed a better education themselves
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and want to ensure that their children take advantage

of every opportunity (Brandt, 1979).

Finally, research conducted by Wedge (1972) suggests

that parental education and social origin affect their

children's reading and arithmetic attainments and social

adjustment to school. The results for reading indicate

that both the mother's and the father's schooling level

are of considerable importance.

Cross-Cultural Research on Parent-
Child Relationship

Inkeles and his associates (Inkeles, 1969; Inkeles

and Smith, 1974; Schuman, Inkeles, and Smith, 1967)

undertook an ambitious project on the social and cultural

aspects of economic development in six developing coun-

tries: Argentina, Chile, India, Israel, Nigeria, and

East Pakistan (Now Bangladesh). One of the findings of

this large study was the role that parents play through

both purposeful and unconscious adjustments in their child-

rearing practices, in mediating the influences of social

change for their children.

Prothro (1962) conducted an interview study of 468

mothers in six Lebanese communities, rural and urban Sunni,

Orthodox, and Gregorian, each divided into lower-class

and middle-class samples. He found few class differences,

but a distinct modernization effect. The following charac-

teristics were more likely to be found among modern, less

likely to be found among traditional, Lebanese mothers:
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(1) higher education, even when the effect of social class

was controlled; (2) greater emphasis on mother's position

in domestic affairs; (3) warmer treatment of the preschool

child; (4) belief that a child should learn how to defend

himself when necessary; (5) use of withholding favors

as a disciplinary technique; (6) more reported dependency

of the children; and (7) demands and expectations which

in American studies had typified mothers with high achieve-

ment needs (Prothro, 1962).

Holtzman, Diaz-Guerrero, and Swartz (1975) in their

study on personality development in two urban cultures,

Mexico City, and Austin, Texas demonstrated that the urban

working class in a society developing toward modern indus-

trialism still tends to be the primary carrier of tradi-

tional sociocultural premises. These researchers employed

an overlapping longitudinal design, enabling them to cover

a span of 12 years of development (6-18) in six calendar

years of repeated testing. Altogether, a total of 417

Americans and 443 Mexican children were studied. In

Austin, children were drawn from elementary schools and

junior high schools, representing a broad range of working-

class, business, and professional families. A sample

of children matched by age and sex as well as father's

occupation and educational level were obtained from both

private and public schools in Mexico City.

The results of this study show that mothers of upper-

class children in both cultures, the United States as
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well as Mexico, valued more highly for their children

such traits as independence, tolerance, and social concern,

while lower-class mothers valued strict obedience (Holtz-

man, Diaz-Guerrero, and Swartz, 1975).

Another interesting finding of the research conducted

by Holtzman et al. (1975) is that both American and upper-

class Mexican fathers shared many activities with their

children, while lower-class Mexican fathers did this less

frequently. Social class differences were also much

greater for Mexicans than for Americans with respect to

joint parent-child recreation. Such activities were quite

common for both upper-and lower-class Americans, and to

some extent for upper-class Mexicans, but not for their

working-class counterparts.

Similar differences in parental demands and inde-

pendence training have been reported in studies of mothers

from working-class and professional families in a large

Indonesian city (Danzinger, 1960a, 1960b; Thomas and

Surachmad, 1962).

Studies reviewed so far have all dealt with urban

samples that differ in educational and socioeconomic level

and hence exposure to the modernizing effects of the West.

Let us now turn to some reports that dealt with rural

families exposed to industrialization, but maintaining

their rural residence, and studies of rural migrants into

the cities of the developing countries.
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Mussen and his associates (Mussen, 1966; Mussen

and Beytagh, 1969) have taken a look at the effect of

industrialization on childrearing practices and children's

personality in rural Puerto Rico among three groups:

(1) an industrial educated group (average, 8 years of

education); (2) an industrial uneducated group (average,

3 years of education); and (3) a group where fathers are

still agriculturists (average, 2.4 years of education).

There were changes in attitudes, expectancies, and disci-

plinary techniques among the three groups. Agricultural

parents are more restrictive and less permissive, whereas

the industrialized parents had warmer and more intimate

relationships with their children and fostered more inde-

pendence and achievement (Mussen and Beytagh, 1969).

Rogoff (1977) investigated maternal teaching styles

in a rapidly modernizing rural (Mayan Indian) community

in highland Guatemala and found them to be related to

exposure to Western activities. Mothers who taught their

children less by demonstration and more by verbal instruc-

tions tended to be engaged in commerce/service occupations

rather than the traditional skilled crafts, had more years

of education, and more modern dress (Rogoff, 1977).

An excellent cross-cultural study of urbanization

by Graves (1969) indicates that when poor mothers, be

they Mexican-American or Ugandan, move to the city they

develop a realistically based sense of powerlessness in

their role as mothers, and their powerlessness has, in
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turn, adverse effects on the development of their children.

At the time of the Graves study, the general cultural

norms for childrearing were not different from city to

city, either among Ugandans or the Mexicans (Werner, 1979).

Yet in the urban groups, mothers had a lower belief in

their efficiency and less confidence in their ability

to produce the kind of child they desired. Interviews

also revealed that urban mothers were far less likely

than rural mothers to believe that their preschool children

were capable of being taught various skills. These unedu-

cated, poor, urban, migrant mothers rated their children

lower in potentialities for independence, self-reliance,

and ability to help within the family than did their rural

counterparts (Graves, 1969). Thus, ironically, mothers

reacted to their own powerlessness by making their children

all the more powerless.

To conlcude, changes in parental childrearing behav-

iors and attitudes have been noted in both urban and rural

areas of Africa, Asia, the Middle East, and Latin America.

Within a generation a shift toward a more intimate, affec-

tionate, and egalitarian parent-child relationship has

been noted, which is oriented toward the raising of fewer,

more self-reliant, and achievement-oriented children,

in the context of a decline in social distance between

husband and wife (Adeoye-Lambo, 1969; Graves, 1969; Holtz-

man, Diaz-Guerrero, and Swartz, 1972; Ikeles and Smith,

1977; Nussen and Beytagh, 1969; Whiting and Whiting, 1973).
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Summary

A review of the related literature to the purpose

of the present study took into consideration the follow-

ing ten major sections: (1) Attitude and Attitude

Measurement; (2) Research on Parental Attitudes toward

Childrearing; (3) Parental Influence in Child Development;

(4) Parent Attitudes toward Child's Play; (5) Studies

on Parent Effects in Child's Creativity; (6) Parental

Control and Sense of Frustration in Childrearing; (7)

Parents as Teachers; (8) Socioeconomic and Family Influence

in Child Development; (9) Cross-Cultural Studies on Parent-

Child Relationships.

The review has concentrated on the characteristics

of parent-child relationship and its influence in child

development. Perhaps the most common insight given by

researchers and scholars is that the protection, nurture,

and education of children by their parents is fundamental

to human life. In a way that seems entirely natural to

most peoole. The primary responsibility for providing

these essential aids to the child falls to his parents.

Therefore, parents must assume the central task of over-

seeing the physical, intellectual, and emotional develop-

ment of the child into adulthood.

As Fantini and Cardenas (1980) have pointed out,

parenting encompasses a diverse pattern of emotions,

beliefs, values, and attitudes. These patterns form a
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cultural setting in which the child personality and experi-

ence are organized, developed, and given meaning. How-

ever, while there are many cross-cultural similarities

in the parenting process, it is important to remember

that variations exist not only among national and cultural

settings but also within the same society (Fantini and

Cardenas, 1980).

This study asks, what are the Venezuelan parents'

attitudes toward child's creativity and child play?

What are the Venezuelan parents' attitudes with respect

to their sense of frustration and their control regarding

childrearing? And what are the Venezuelan parents' atti-

tudes as they view themselves as teachers of their own

children?

Also, this study attempts to get information on

demographic and socio-economic factors affecting Venezuelan

parent-child relationships.
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III. DESIGN OF THE STUDY

This study was an empirical investigation of

Venezuelan parents in order to assess and report their

feelings and behaviors regarding specific areas of child-

rearing and child development related to the concepts

of Creativity, Frustration, Control, Play, and Teaching-

Learning.

The procedures that were followed in conducting

the study are presented in this section under twelve

major sections: (1) Definition and Description of the

Population; (2) Sampling Criteria; (3) Sampling Plan:

(4) Stratification; (5) Determination of the Sample Size;

(6) Sampling Procedure; (7) Sampling Matrices; (8) Instru-

mentation; (9) Administration and Scoring; (10) Reliabil-

ity of the PAAT-Inventory; (11) Statistical Design;

(12) Collection of the Data.

Definition and Description of the Population

The population for this study consisted of Venezuelan

parents living in the Venezuelan Andean cities of San

Cristobal, Merida, and Trujillo. All of the parents had

4-6 year old children in the preschools of the Venezuelan

educational system during the academic year 1984-85.
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The population for this study has been classified by:
1

A. Occupational Status:

(1) Professionals: Physicians, engineers, lawyers,

university professors, etc.

(2) Service-Employee: Bank employees, sales repre-

sentatives, secretary personnel, postal clerks,

etc.

(3) Blue-Collar: Construction workers, plumbers,

bus-driver, factory-workers, etc.

B. Sex of the Parents:

(1) Male

(2) Female

C. Educational Background:

(1) Graduate school degree

(2) Some graduate school

(3) College degree

(4) Some college

(5) High school diploma

(6) Some high school

(7) Elementary education

(8) Less than six years of school

D. Monthly Family Income

(1) Under Bs 1,999

(2) 2,000 3,999

1 In order to classify the population for this study,
the author followed the socioeconomic indicators of the
National Population Census of 1980 (XORDIPLAN, Carracas,
1981).
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(3) 4,000 5,999

(4) 6,000 7,999

(5) 8,000 9,999

(6) 10,000 15,000

(7) over Bs 15,000

E. Family Size

(1) One child

(2) Two children

(3) Three children

(4) Four children

(5) Five children

(6) Six children

(7) Seven children

F. Accessibility to Child

(1) Less than 15 minutes

(2) Between 15-30 minutes

(3) Between 30 minutes-1 hour

(4) More than 1 hour

Sampling Criteria

The following criteria were considered for develop-

ing the sampling plan:

1. The target population for this study consisted

of Venezuelan parents with 4 to 6 year old children in

a preschool of the Venezuelan Andean cities of San

Cristobal, Merida, and Trujillo. This target population

has been described above.
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2. According to the statistical bulletin of the

Ministry of Education (1984) the parent population classi-

fied by school district in the Andean Region of Venezuela

is as follows:

Table II1.1

Parents Classified by School District

School District

San Cristobal 8,775

Merida 2,781

Trujillo 2,700

Total 14,256

3. The National Census of 1980 was used to

describe the accessible population for this study and to

draw the sample. According to this census the percentage

of the distribution of occupational labor force in the

Andean Region of Venezuela is as shown in Table 111.2.

Table 111.2

Labor Force Distribution

Professionals Service-Employees Blue-Collar Workers

9% 31% 80%
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Sampling Plan

Beginning with the target population a sampling

unit or frame (Cochran, 1977) was constructed by specify-

ing the boundaries of the population from which the sample

was drawn. This process is called sampling units reduc-

tion procedure (Cochran, 1977).

The reduction to approximate the population under

study consisted of including only Venezuelan parents who

have 4-6 year old children enrolled in the preschool

setting of the following school districts: (1) San

Cristobal, (2) Merida, and (3) Trujillo. This reduction

gives an N of 14,256 parents.

Stratification

The first variable controlled by stratification

was the school district in which parents have children

enrolled in preschool. Table II1.1 shows Venezuelan par-

ents stratified by school district. The second variable

controlled by stratification was occupational status of

Venezuelan parents. Table 111.3 describes Venezuelan

parents classified by occupational status.
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Table 111.3

Venezuelan Parents Classified
by Occupational Status

Occupational Status N

Professionals 1,283

Service-Employees 4,419

Blue-Collar Workers 8,554

Total 14,256

Determination of the Sample Size

In order to determine the sample size, the follow-

ing procedures were adopted:

(1) Three common variables were identified: Sex,

Family Income, and Occupational Status.

(2) The values corresponding to the estimation

and/or parameters of the above mentioned population were

registered in Table 111.1.

(3) When necessary, the corresponding value was

dichotomized. Table 111.4 reports the variables with

their corresponding values (P and Q) and the criteria

for dichotomization.

(4) Using the values reported in Table 111.4 the

following formula was applied:

n= (Z/e) X p X q
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Where,

n = sample size,

Z = standard score corresponding to a given

Confidence Level,

e = proportion of admissible sampling error,

p = proportion of subjects in the population

exhibiting the corresponding characteristics,

and

q = 1 p.

Table 111.4

Variables used to Calculate the Sizes of the
Sample with their P and Q Values

Variables P Q Criteria for
Dichotomization

Sex 0.48 0.52
Male

Female

Family
Income

0.80 0.40
Under Bs. 3,999
Over Bs. 4,000

Occupational 0.91
Professionals

Status Non-Professionals

(5) The values obtained with the application of

the above formula to each of the three variables are

reported in Table 111.5.

(6) Following the argument given by Cochran (1977)

for studies involving more than one variable, it was

decided to use the largest sample size found (384).
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Cochran recommends estimating a sample size for each of

the main variables, and adopting the largest value obtained

whenever possible on the basis of the resources available.

(7) The values reported in Table 111.4 are based

on a confidence level of 95% for which Z = 1.96, and on

a maximum admissible sample error of 5%. An example of

the calculation of one of the variables included follows:

p = 0.48

1 = 1 p = 0.52

Z = 1.96 = 957 (confidence level)

e = 0.05 (error)

= (Z/e)2 X p X q= (1.96/0.05)2 (0.48) (0.52)

n = 384.

The same procedure was used to calculate the sample

size of size of each of the remaining variables in Table

111.5.

Table 111.5

Sample Sizes

Variables Sample Size

Sex

Family Income

Occupational Status

384

369

126
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(8) It was considered that a sample of 384 subjects

drawn from the population under study would allow an esti-

mation of the variable sex, with a maximum admissible

sample error of 5% and a confidence level of 95%.

(9) It was decided to apply the formula for infinite

populations because it allows for a conservative calcula-

tion, which includes the sample size corresponding to

the formula for finite populations.
2

(10) The procedure was used to calculate the sample

size similar to the one applied for sample random sampling,

which generally yields sample sizes larger than those

found when the sample is calculated from the strata. 3

Table 111.6 shows the proportional distribution of

the sample by school district within the Andean Region of

the Venezuela school system.

Table 111.6

Proportional Distribution of the
Sample by School District

School District Population Sample Size
(n)

San Cristobal 8,775 236 61.55

Merida 2,781 75 19.50

Trujillo 2,700 73 18.94

Total 14,256 384 99.99

2Cochran (1977). Formula for finite populations:

n =
Z
2 xNxpxq

(N-1) e2 + Z2 x x p x q
3Cochran (1977), pp. 81-83.
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Distribution of the Sample among the Strata

Once the sample size was calculated (n=384), it was

proportionally assigned to the three school districts

in the Andean Region of Venezuela (first criterion for

stratification), and then to the three common population

variables (sex, family income, and occupational status),

second criterion for stratification.

Sampling Procedure

Once the sample size was calculated and proportions

were assigned to the strata, the next step was to randomly

draw the names of the parents from the preschool lists

in each of the three school districts (San Cristobal,

Merida, and Trujillo). The parents' names were then

enumerated within each school district and by the three

main common variables.

To each strata of Venezuelan parents, a table of

the random numbers was applied to draw the calculated

proportion of subjects, following the procedure indicated

by Cohen (1969).

Instrumentation

The instrument used in this study for data collec-

tion purposes was The Parent as a Teacher Inventory (PAAT:

see Appendix B and C) developed by Dr. Robert D. Strom,
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Director of Office of Parent Development, International

College of Education at Arizona State University.

The PAAT is a composite attitude scale in which

individual parents of preschoolers or elementary students

describe feelings about aspects of the parent-child interac-

tive system, their standards for judging child behavior,

and their values and preferences as well as frustrations

concerning child behaviors.

The items contained in the PAAT include a wide variety

of statements about what parents want or expect of their

child, how they respond to specific aspects of their inter-

action with their children, and what actions parents take

in response to specific child behavior. PAAT responses

are grouped into subsets related to five areas of parent

curriculum:

(1) Creativity Subset--parental acceptance of crea-

tive functioning in their child and desire to encourage

or suppress its development.

(2) Frustration Subset--parental childrearing frus-

tration and focus of the frustration.

(3) Control Subset--parents' feelings about control

and the extent to which parental control of child behavior

is deemed necessary.

(4) Play Subset--parental understanding of play

and its influence on child development.
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(5) Teaching-Learning Subset--parental perception

of their own ability to facilitate the teaching-learning

process for their child.

Ten (10) items designed to measure each of the five

subsets, make a composite PAAT of fifty (50) items. Items

are patterned so that each variable occurs only once in

every five items. The item code is illustrated in Table

111.7.

Table 111.7

Item Code for the Five PAAT Subsets

PAAT Subsets Item Numbers

Creativity 1 6 11 16 21 26 31 36 41 46

Frustration 2 7 12 17 22 27 32 37 42 47

Control 3 8 13 18 23 28 33 38 43 48

Play 4 9 14 19 24 29 34 39 44 49

Teaching-Learning 5 10 15 20 25 30 35 40 45 50

Administration and Scoring

PAAT directions tell the respondents that they will

be reading statements on feelings about their children

and assure them that the inventory is not a test but rather

a means to express their own feelings. They are asked

to circle only one answer per item. Each PAAT item has

four possible answers: Strong Yes, Yes, No, Strong No.

The answers always appear in the same order. If parents
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nave no doubt about a statement, they are directed to

circle Strong Yes or Strong No. Otherwise, they are

asked to circle Yes or No, indicating the direction of

their feelings concerning each of the 50 statements.

There is no time limit.

The PAAT can be administered to either groups or

individuals depending upon the context. Respondents usu-

ally read the statements themselves after directions are

given but in cases where the parental literacy is low

or parents are illiterate, the items are presented orally

or on the tape. The PAAT has been translated from English

into Spanish, French, Navajo, and Hopi (it is in the

process of being translated into Italian and Greek).

Scoring the inventory calls for assigning a numerical

value of 4, 3, 2, or 1 to each of the 50 responses. The

most desired responses on the basis of their distance

for the most desirable. Scoring may be given from left

or right. For example, the most desirable answer for

item 5 is Strong Yes, while the most desirable response

in item 39 is Strong No. Both responses would be valued 4.

Strong Strong
Yes Yes No No

5. Much of my child's
learning will take
place before he
enters school

6. It is difficult for me

4 3 2 1

to stay interested when 1 2 3 4
playing with my child
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Respondents who circled other answers would receive

the lower values as shown. The PAAT Inventory is con-

structed with 27 items having Strong No as the desire

response and the remaining 23 having Strong Yes as the

desire response.

According to the PAAT Inventory Manual (Strom, 1984),

items left blank by respondents are scored as 3 (blank=3).

For the purpose of this study, subjects who left more

than a single item per subset blank were excluded from

the analysis.

After values are assigned to each response, sub-

totals are divided for Creativity, Frustration, Control,

Play, and Teaching-Learning, providing a separate score

on each subset which may range from a low mean of 10

to a high mean of 40. A score of 25 is the average for

any subset and can serve as a point of differentiation

between desirable and undesirable parental attitudes.

The total PAAT score is obtained by summing all

five subtotals. Total scores are interpreted as desir-

able or undesirable based on whether they exceed or fall

below the absolute mean of 125.

Reliability of the PAAT-Inventory

The PAAT was developed in 1972 by Robert Strom,

professor of education at Arizona State University. Since

then the PAAT has been the subject of formative research,
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analysis, and ongoing revision for purpose of gathering

baseline data, clarifying items, establishing internal

consistency of items within subsets, and improving item-

subset correlation coefficients. Early in its develop-

ment the PAAT was field tested in the Parent Child Labora-

tory at Arizona State University. It was also the basis

for two doctoral studies involving black mothers (Great-

house, 1972) and white mothers (Sawicki, 1972); and two

cross-cultural peer teaching studies involving fourth

grade children who were teaching kindergarten children

(Kamin, 1974; Engelbrecht, 1973). In these studies the

PAAT proved being useful in diagnosing sources of parental

teaching strengths and weaknesses and as a measure of

change occurring in the abilities and attitudes of parents

and peer teachers resulting from training programs.

Comprehensive field-testing of the PAAT was initi-

ated in fall 1973 through the Research Department of the

Tucson Public Schools in the ESEA Title I Parent and Child

Education (PACE) Project (Slaughter, 1973, 1974). At

that time the PAAT was administered to 124 participating

parents and surrogates of four-year-old children. The

ethnic groups accounting for most of the sample were

Mexican-American (69%), Yaqui and Papago Indian (20%),

and Black (6%).

To measure internal consistency, alpha coefficients

reflecting the degree of reliability among items of a



77

scale in terms of overlapping variance, were calculated.

The formula, reported in Veldman (1967), is a generaliza-

tion of Kudder-Richardson Formula 20 for dichotomous items.

Coefficient alpha for the total PAAT for the PACE sample

was relatively high at .76.

Subsequent post-testing of the 88 parents remaining

in the PACE group seven months later yielded gains in all

five subsets (p < .05) and in the total inventory (p <.001)

indicating the reliability of the instrument and demonstrat-

ing its feasibility as an evaluation tool (Slaughter,

1973, 1974). The total overall coefficient alpha was

increased from .76 on the pretest to .81 on the posttest.

The internal consistency of several PAAT studies were

calculated using Veldman (1967) Alpha Coefficient which

is a generalization of Kudder-Richardson Formula 20 for

dichotomous items. Table 111.8 shows alpha coefficient

for selected PAAT studies of parents in varying circum-

stances.



Table 111.8

Alpha Coefficient for Selected PAAT Studies

Investigator Sample Description N Alpha
Coefficient

Strom & Slaughter, 1978 Mexican-American,
Yaqui and Papago
Indian, and Black
parents in Arizona 142 .80

Constable et al., 1979 Single mothers in
Western Australia 128 .80

Copeland, 1980 Black and Puerto
Rican mother in
Pennsylvania 71 .74

Davis, 1981 Parents of intellec-
tual handicapped
in New Jersey 229 .80

Daniels, 1982 German parents and
immigrants' parents
to Bavaria, Germany
From Greece, Italy,
and Turkey 370 .75

Gaulden, 1982 Single and married
black mother in
Louisiana 376 .83
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Statistical Design

The central focus of this study was to assess

Venezuelan parents' attitudes toward specific areas of

parent-child relationships such as child creativity,

child play, parental sense of frustration, and parental

control of child behavior. Also, the study addressed

two major questions: (1) what differences exist in

responding to the PAAT-Inventory among Venezuelan parents

as a function of their occupation, sex, educational back-

ground, family income, family size, and accessibility

to the child? (2) which of the independent variables

such as occupational status, sex of the parents, educa-

tional background, family income, family size, and accessi-

bility to the child is the best predictor of Venezuelan

parent attitudes using PAAT subset scores as dependent

variables: Creativity, Frustration, Control, Play, and

Teaching-Learning?

The instrument used in this study was The Parent

as a Teacher Inventory (PAAT) which is a composite atti-

tude scale in which individual parents describe feelings

and behaviors about various aspects of the parent-child

interactive system, their standard for assessing the

importance of various aspects of child behavior and their

value preferences concerning child behavior.

A one-way analysis of variance was used to measure

the effects of parents' occupation, sex of the parents,



80

educational background, family income, family size, and

accessibility to the child on PAAT scores of each of the

five subsets.

A simple linear regression model was used to deter-

mine which of the independent variables was the best pre-

dictor of Venezuelan parents' attitudes using PAAT total

scores and the five subset scores as dependent variables:

Creativity, Frustration, Control, Play, and Teaching-

Learning.

The formula Y = a + (3X expresses the dependent

variable Y as a linear function of the independent variable

X, with slope a(beta) and Y-intercept a (alpha)(Courtney,

1983).

The analysis of variance model is structured mathe-

matically as follows:
4

V. = p + al+ E
iJ

Where,

p = a fixed constant

or a differential effect associated with

groups, and

Eij= a random variable with NID (0,a2)

The hypotheses testing will be carried out according

to the following ANOVA arrangement.

4E. Wayne Courtney. "Quantitative Applications" ED.
515-class School of Education, Oregon State University,
Corvallis, Winter, 1983.
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ANOVA LAYOUT
(One-way Fixed Design)

[Five-levels Dependent variable]

PAAT-Subsets Mean Squares

Between Within
Groups Groups df. F

Creativity

Frustration

Control

Play

Teaching-Learning

A/ (k-1) B/ (n1-1)+(n2-1)... MSb/MSw

Total C/N

Where the critical F, a = .05, df. = k-1, N=120

The model shown above tests the major hypotheses:

H
01

= There will be no difference on PAAT scores in each
of the five subsets among Venezuelan parents regard-
ing occupational status.

;11 P2 u3

H
02

= There will be no difference on PAAT scores in each
of the five subsets among Venezuelan parents regard-
ing sex.

li. P2

H
03 There will be no difference on PAAT scores in each

of the five subsets among Venezuelan parents regard-
ing educational background.

u =u =u =u
1 2 3 4

H
04

= There will be no difference on PAAT scores in each
of the five subsets among Venezuelan parents regard-
ing family income.

II 1 =u2
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H
0

= There will be no difference on PAAT scores in each
5 of the five subsets among Venezuelan parents regard-

ing family size.

111 112

H
06

= There will be no difference on PAAT scores in each
of the five subsets among Venezuelan parents regard-
ing their accessibility to child.

u1=
11'2 /-13

Where the analysis of variance procedure rejected

the null hypothis, a follow-up multiple comparison test

was used. Duncan's method was employed for pairwise

comparison analysis in these instances.

Collection of the Data

Several steps were taken in the collection of the

data. Because of the implications of this study for

the possibility of a curriculum design for parent educa-

tion program in Venezuela, the Ministry of Education

provided institutional encorsement which was very useful

for data collection purposes.

Also, the Department of Statistics of the Institute

of Economic Research of the Universidad de los Andes

provided technical assistance in the definition and

description of the sample size.

For the purpose of the data collection the follow-

ing procedures were taken:

(1) Once the sample size was calculated and propor-

tions were assigned to the strata, the next step was
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to randomly draw the names of the Venezuelan parents

from a frame list of each of the school districts.

(2) To each strata of Venezuelan parents, a table

of the random numbers was applied to draw the calculated

proportions of subjects, following the procedure indi-

cated by Cohen (1969).

(3) Because of previous experience in the applica-

tion of questionnaire in Venezuela, which indicated that

considerable proportion of missing questionnaire should

be expected, it was decided to collect the data person-

ally from each of randomly selected Venezuelan parents.

(4) Due to the above-mentioned step, several appoint-

ments with Venezuelan parents of the preschool setting

in each of the Andean School Districts were made to

collect the data. It took three months to collect the

data within the three states.
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IV. PRESENTATION OF THE FINDINGS

The findings were the results of procedures which

utilized the Analysis of Variance, Duncan's Multiple Compar-

isons, and Regression analysis of the responses of the

386 Venezuelan parents to the PAAT-Inventory. These find-

ings were divided into five major sections: (1) Reliabil-

ity of the PAAT-Inventory; (2) Testing the Hypothesis;

(3) Duncan's Multiple Comparison Tests; (4) Analysis of

Variance of the total PAAT-scores; and (5) Regression

Analysis.

Reliability Coefficient

An estimation of the internal consistency of the

instrument was determined using alpha coefficient formula

described by Veldman (1967) which is a generalization

of Kudder-Richardson Formula 20 for dichotomous items.

The computed reliability of the instrument, shown

in Table IV.1, was determined to be +.54.
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Table IV.1

The Reliability Coefficient of the Instrument

Source of Variation Degrees of Mean
Freedom Square r

Measures 49 83.00351
.54

Within People 385 1.49071

Residual 18865

Total 19299

Testing the Hypothesis

The scope of this study included assessing Venezuelan

parents' attitudes toward child creativity, child play,

parental control, parental sense of frustration, and par-

ents' self-impression as teachers of their own children.

These major considerations led to thirty null hypotheses

which stated the no effect of the six independent vari-

ables on the means scores of the Venezuelan parent groups

in responding to the five subset items of the PAAT-

Inventory.

The .05 level of probability was selected as the

rejection criterion for the null hypotheses. A one-way

analysis of variance was utilized to test the thirty null

hypotheses of the study's design. The hypotheses were

testing utilizing a sample of 389 Venezuelan parents.
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Creativity

The results of hypotheses testing for the Creativity

subset of the PAAT are shown in Tables IV.2, IV.3, IV.4,

IV.5, IV.6, and IV.7. All of the null hypotheses were

retained. Therefore, occupational status, educational

background, sex of parent, family income, family size,

and accessibility to the child had no effect on Venezuelan

parents' Creativity responses.



Table!' IV.2

Creativity by Occupational Status

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 2 8.1882 4.0941

Within Groups 386 2933.1537 7.5988
.539 Retained

Total 388 2941.3419

Table IV.3

Creativity by Sex of the Parents

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 1 .9995 .9995
.132 Retained

Within Groups 387 2940.3429 7.5978

Total 388 2941.3419



Table IV.4

Creativity by Educational Background

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

7

381

68.4849

2872.8570

9.7836

7.5403
1.298 Retained

Total 388 2941.3419

Table IV.5

Creativity by Family Income

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

6

382

59.4667

2881.8752

9.9111

/.5442
1.314 Retained

Total 388 2941.3419



Table IV.6

Creativity by Family Size

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

5

381

49.7868 9.9574

2822.9626 7.4094
1.344 Retained

Total 386 2872.7494

Table IV.7

Creativity by Accessibility of the Child

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

3

384

35.9834 11.9945

2905.3568 7.5660
1.485 Retained

Total 387 2941.2402
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The results of hypotheses testing for the Frustra-

tion subset of the PAAT are shown in Tables IV.8, IV.9,

IV.10, IV.11, IV.12, and IV.13. Of the six null hypothe-

ses, two were rejected and four were retained. The

rejected null hypotheses were the effects of occupational

status and educational background on Venezuelan parents'

Frustration responses of the PAAT. When Duncan's Multiple

Comparison Test was applied parents from professional and

service-employee groups demonstrated better attitudes

toward frustration than blue-collar parents. Also, par-

ents with college degrees, graduate school degrees, and

some graduate studies demonstrated bettter attitudes

toward frustration than the rest of the Venezuelan parent

groups.



Table IV.8

Frustration by Occupational Status

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 2 54.4264 26.2132

Within Groups 386 3040.4836 7.8769
3.328 Rejected

Total 388 3092.9100

*Significant at the .05 level

Table IV.9

Frustration by Sex of the Parents

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 1 11.3462 11.3462

Within Groups 387 3081.5638 7.9627
1.425 Retained

Total 388 3092.9100



Table IV.10

Frustration by Educational Background

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

7

381

80.1867

3012.7234

11.4552

7.9074
2.449 Rejected

Total 388 3092.9100

Table IV.11

Frustration by Family Income

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

6

382

44.8227

3048.0873

7.4705

7.9793
.936 Retained

Total 388 3092.9100



Table IV.12

Frustration by Family Size

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

5

381

18.8629

3069.5454

3.7726

8.0565
.468 Retained

Total 386 3088.4083

Table IV.13

Frustration by Accessibility to the Child

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 3 40.7777 13.5926
1.710 Retained

Within Groups 384 3051.9104 7.9477

Total 387 3092.6881
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Control

The findings of the hypotheses testing for the PAAT-

Control subset are reported in Tables IV.14, IV.15, IV.16,

IV.17, IV.18, and IV.19. Four hypotheses were occupa-

tional status, educational background, family income,

and sex of the parents. These variables significantly

contributed to control attitudes. Duncan's Multiple

Test indicated that (1) blue-collar parents had less

desirable attitudes toward control in childrearing while

Venezuelan parents classified as professionals and

service-employees demonstrated a better attitude with

respect to parental control in childdraring; (2) Venezu-

elan parents classified in the groups of elementary edu-

cation and less than 6-years of schooling demonstrated

poor attitudes toward parental control; (3) Venezuelan

parents who earn less than 3,999 bolivares (Venezuelan

currency) demonstrated a need for assistance in how to

control their children's behavior while parents with

a monthly income over 4,000 bolivares demonstrated more

favorable attitudes toward parental control; and

(4) Venezuelan fathers were found the parents with more

difficulties in exercising control over their children

while Venezuelan mothers demonstrated the most desirable

attitudes toward control.



Table IV.14

Control by Occupational Status

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

2 616.4202 308.2101

386 3645.6878 9.4443
32.633 Rejected

Total 388 4262.1080

Table IV.15

Control by Sex of the Parents

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 1 59.4817 59.4817

Within Groups 387 4202.6263 10.8595
5.477 Rejected

Total 388 4202.1080



Table IV.16

Control by Educational Background

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

7

381

412.5544

3849.5536

58.9363

10.1038
5.833 Rejected

Total 388 4262.1080

Table IV.17

Control by Family Income

Source of Variation df Sum of Squares Wean Squares Computed F Decision

Between Groups

Within Groups

6

382

382.7505

3879.3574

63.7918

10.1554
6.282 Rejected

Total 388 4262.1080
rn



Table IV.18

Control by Family Size

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 5 17.0232 3.4045

Within Groups 381 4230.9975 11.1050
.307 Retained

Total 386 4248.0207

Table IV.19

Control by Accessibility to the Child

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 3 52.8599 17.6200

Within Groups 384 4206.4055 10.9542
1.609 Retained

Total 387 4259.2655
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Play

The conclusions of the hypotheses testing for the

PAAT-Play subset are reported in Tables IV.20,

IV.22, IV.23, IV.24, and IV.25. Two hypotheses were

retained and four were rejected. The rejected hypotheses

were occupational status, educational background, family

income, and accessibility to the child. The rejected

hypotheses indicated that the independent variables stud-

ied did significantly contribute to Play differences

among groups. Duncan's Multiple Comparison Test demon-

strated that these differences were located in the follow-

ing Venezuelan parent groups: (1) professionals and

service-employee parents demonstrated better attitudes

than blue-collar parents toward child play; (2) Venezu-

elan parents with college degrees and graduate school

degrees demonstrated more desirable attitudes with respect

to child play than other groups of Venezuelan parents

classified by educational background; (3) Venezuelan

parents who have a monthly income less than 3,999 boli-

vares demonstrated the less positive attitudes about

children's play; and (4) parents who spent more than

one hour playing with their children demonstrated the

most desirable attitudes toward child play.



Table IV.20

Play by Occupational Status

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

2 231.4714 115.7357

386 3178.4206 8.2343
14.0553 Rejected

Total 388 3409.8920

Table IV.21

Play by Sex of the Parents

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 1 3.5236 3.5136

Within Groups 387 3406.3684 8.8020
.400 Retained

Total 388 3409.8920



Table IV.22

Play by Educational Background

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

7

381

190.2835 27.1834

3219.6086 8.4504
3.217 Rejected

Total 388 3409.8920

Table IV.23

Play by Family Income

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

6

382

106.5390 17.7565

3303.3531 8.6475
2.053 Rejected

Total 388 3409.8920



Table IV.24

Play by Family Size

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 5 11.4602 2.2920

Within Groups 381 3385.0411 8.8846
.258 Retained

Total 386 3396.5013

Table IV.25

Play by Accessibility to the Child

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 3 79.7209 26.5736

Within Groups 384 3328.3100 8.6675
3.066 Rejected

Total 387 3408.0309
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Teaching and Learning

Finally, Tables IV.26, IV.27, IV.28, IV.29, IV.30,

and IV.31 show the results of the hypotheses testing

for the PAAT Teaching-Learning subset. Three hypotheses

were rejected. These hypotheses were for occupational

status, educational background, and family income. The

rejected hypotheses indicated that the independent vari-

ables studied did significantly contribute to Teaching-

Learning differences among Venezuelan parent groups.

Duncan's Multiple Comparison Test demonstrated that these

differences were located in the following Venezuelan

parent groups: (1) Professionals and service-employee

groups of parents demonstrated better attitudes toward

Teaching-Learning than blue-collar parents; (2) Venezuelan

parents with college degrees demonstrated more desirable

attitudes with respect to Teaching-Learning than other

groups of Venezuelan parents classified by educational

background; (3) Venezuelan parents who have a monthly

income less than 3,999 bolivares (Venezuelan currency)

demonstrated the less positive attitudes about Teaching-

Learning.



Table IV.26

Teaching-Learning by Occupational Status

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

2

386

136.0276

3450.8671

68.0137

8.9401
7.608 Rejected

Total 388 3586.8946

Table IV.27

Teaching-Learning by Sex of the Parents

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

1

387

11.7782

3575.1164

11.7782

9.2380
1.275 Retained

Total 388 3586.8946



Table IV.28

Teaching-Learning by Educational Background

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

7 102.6214 14.6602

381 3484.2732 5.6332
2.6025 Rejected

Total 388 3586.8946

Table IV.29

Teaching-Learning by Family Income

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 6 154.4541 25.7424
2.865 Rejected

Within Groups 382 3432.4405 8.9854

Total 388 3586.8946



Table IV.30

Teaching-Learning by Family Size

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 5 90.7407 18.1481

Within Groups 381 3477.9931 9.1281
1.988 Retained

Total 386 3568.7338

Table IV.31

Teaching-Learning by Accessibility to the Child

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 3 29.5268 9.8423

Within Groups 384 3554.4114 9.2563
1.0633 Retained

Total 387 3583.9381
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Results of Multiple Comparisons Testing

The F statistic is appropriately used to determine

if differences exist for situations involving the analysis

of three or more means. Its results is used to ascertain

the probability of the existence of differences among

the means being studied, but it cannot determine specific

pairwise differences between means. Consequently, when

significant differences are determined to be present

for three or more means, a multiple comparisons follow-

up analysis is required. Duncan's New Multiple Range

Test was utilized as the multiple comparisons' vehicle

for the present study.

PAAT-Frustration Subset

The results of the follow=up testing verified two

significant differences out of 31 possible comparisons.

The results of Duncan's multiple comparison procedure

for occupational status and educational background are

shown in Tables IV.32 and IV.33.

PAAT-Control Subset

The results of the follow-up testing verified nine

significant differences out of 52 possible comparisons.

The results of Duncan's Multiple Comparison procedure

for occupational status, educational background, and



Table IV.32

Results of Duncan's Multiple Comparison Test
Frustration by Occupational Status

Groups

(3) (2) (1)

Means N=229 N=120 N=40 Critical Value

3

2

1

27.2227

27.9667

27.9750

.7440* .7523*

.0083

.7230

*Significant at the .05 level



Table IV.33

Results of Duncan's Multiple Comparison Test
Frustration by Educational Background

Groups
(1)

Means N=10
(7)

N=62
(6)

N=104
(8)

N=33
(5)

N=85
(4)

N-65
(2)

N=8
(3)
N=27

Critical
Value

1

7

6

8

5

4

2

3

26.0000

26.8387

27.3846

27.4242

27.7882

27.8615

28.0000

28.5909

.8387 1.3846

.5459

1.4242

.5855

.0396

1.7787

.9500

.4036

.3640

1.8615

1.0228

.4769

.4373

.0733

2.0000*

1.1613

.6154

.5758

.2113

.1385

2.5909*

1.7522

.2063

1.1667

.8022

.7294

.5909

1.9884

*Significant at the .05 level
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family income are reported in Tables IV.34, IV.35, and

IV.36.

PAAT-Play Subset

The results of the follow-up testing verified no

significant differences among the 60 possible comparisons.

The results of Duncan's Multiple Comparison procedure

are shown in Tables IV.37, IV.38, IV.39, and IV.40.

Analysis of Variance of the Total PAAT Scores

This section reports the results of the analysis

of variance for the total PAAT scores according to each

of the six independent variables. The .05 level of proba-

bility was selected as the rejection criterion for testing

the null hypotheses when the study asked if differences

exist in responding to the PAAT-Inventory among Venezu-

elan parents as a function of their occupational status,

sex, educational background, family income, family size,

and accessibility to the child.

The findings of the hypotheses testing for the

total PAAT scores are reported in Tables IV.43, IV.44,

IV.45, IV.46, IV.47, and IV.48. Three null hypotheses

were rejected. These null hypotheses were occupational

status, educational background, and family income. Venezu-

elan parents classified as professionals and service-

employees demonstrated better attitudes in childrearing



Table IV.34

Results of Duncan's Multiple Comparison Test
Control by Occupational Status

(3)
Groups Means N=229

(2) (1) Critical
N=120 N=40 Value

3

2

1

25.6332

28.1250

29.3750

2.4918* 2.7418*

.2500

2.1731

*Significant at the .05 level



Table IV.35

Results of Duncan's Multiple Comparison Test
Control by Educational Background

Groups Means
(7) (6)

N=62 N=104
(5)

N=85
(8)

N=33
(4)

N=65
(1)

N=10
(2)

N=8
(3)
N=22

Critical
Value

7

6

5

8

4

1

2

3

25.0806

26.0673

26.8000

26.9091

2.8923

28.1000

28.2500

28.5455

.9867 1.7194

.7327

1.8285

.8418

.1091

1.8117*

1.8250

1.0923

.9832

3.0194*

2.0327

1.3000

1.1909

.2077

3.1694*

2.1827

1.4500

1.3409

.3577

.1500

3.4649*

2.2482*

2.4782*

1.6364

.6532

.4455

.2955

2.2476

*Significant at the .05 level



Table IV.36

Results of Duncan's Multiple Comparison Test
Control by Family Income

Groups Means
(1) (2)

N=158 N=98)
(6)

N=13
(3)
N=82

(4)

N=7
(7)

N=10
(5)

N=21
Critical
Value

1

2

6

3

4

7

5

25.6239

27.0918

27.1538

27.2927

27.5714

28.4000

29.0476

1.4779 1.5399

.0620

1.6788

.2009

.1389

1.9575

.4796

.4176

.2787

2.7881*

1.3082

1.2462

1.1073

.8286

3.4337*

1.9558

1.8938

1.7549

1.4662

.6476

2.5334

*Significant at the .05 level



Table IV.37

Results of Duncan's Multiple Comparison Test
Play by Occupational Status

Groups Means
(3) (1)

N=229 N=40
(2)

N=120
Critical
Value

3

1

2

29.0044

30.1500

30.6750

1.1456 1.6706

.5250

2.0291



Table IV.38

Results of Duncan's Multiple Comparison Test
Play by Educational Status

Groups Means
(6) (5)

N=104 N=85
(8)

N=33
(7)

N=62
(3)

N=22
(2)

N=8
(4)

N=65
(1)

N=10
Critical

Value

6

5

8

7

3

2

4

1

29.0962

29.2824

29.3030

29.4839

29.5455

30.7500

30.9692

31.0000

.1862 .2068

.0206

.3377

.2015

.1809

.4493

.2631

.1425

.0616

1.6538

1.4676

1.4470

1.2661

1.2045

1.8730

1.6662

1.4853

1.4853

1.4337

.2192

1.9039

1.6970

1.5161

1.5161

1.4545

.2500

.0308

1.0555



Table IV.39

Results of Duncan's Multiple Comparison Test
Play by Family Income

Groups Means
(1) (5)

N=158 N=21
(2)

N=98
(7)

N=10
(3)
N=82

(6) (4)

N=13 N=7
Critical
Value

1

5

2

7

3

6

4

29.1076

29.5238

29.7041

30.1000

30.2805

30.6154

31.0000

.4161 .5965

.1803

.9924

.5762

.3959

1.1729

.7567

.5764

.1805

1.5078 1.8924

1.0916 1.4762

.9113 1.2959

.5154 .9000

.3349 .7195

/3946

2.0794



Table IV.40

Results of Duncan's Multiple Comparison Test
Play by Accessibility to the Child

Groups
(2)

Means N=155
(3)

N=51
(1)

N=74
(4)

N=108
Critical

Value

2

3

1

4

29.1935

29.2549

30.0811

30.1389

.0614 .8876

.8262

.9454

.8840

.0578

2.0818



Table IV.41

Results of Duncan's Multiple Comparison Test
Teaching-Learning by Occupational Status

Groups
(3)

Means N=229
(2)

N=120
(1)

N=40
Critical
Value

3

2

1

29.2271

30.3500

30.6250

1.1229 1.3979

.2750

2.1142



Table IV.42

Results of Duncan's Multiple Comparison Test

Teaching-Learning by Educational Background

Groups
(2)

Means N=8
(8)

N=33
(7)
N=62

(5)

N=85
(6)

N=104
(4)

N=65
(3)
N=22

(1)

N=10
Critical
Value

2

8

7

5

6

4

3

1

28.8750

29.2727

29.3065

29.4588

29.7404

30.0769

30.7273

31.8000

.3977 .4315

.0338

.5838

.1861

.1523

.8654

.4677

.4339

.2816

1.2019

.8042

.7704

.6181

.3365

1.8523

1.4546

1.4208

1.2685

.9869

.6504

1.9250*

2.5273*

2.4935*

2.3412*

2.0596

1.7231

1.0727

2.1383

*Significant at the .05 level



Table IV.43

Results of Duncan's Multiple Comparison Test
Teaching-Learning by Family Income

Groups
(1)

Means N=158
(7)

N=10
(6)

N=13
(2)

N=98
(3)

N=82
(5)

N=21
(4)

N=7
Critical
Value

1 29.1203 .5797 .6489 .7675 .9407 2.3083* 2.4511* 2.1196

7 29.7000 .0692 .1878 .3610 1.7286 1.8714

6 29.7692 .1186 .2918 1.6594 1.8022

2 29.8878 .1732 1.5408 1.6836

3 30.0610 1.3676 1.5104

5 31.4286 .1428 4 31.5714

*Significant at the .05 level



Table IV.44

Analysis of Variance for the Total PAAT Scores as a Function of Occupational Status

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

2 3648.0502 1824.0251

383 25048.0327 65.3996
27.890 Rejected

Total 385 28696.0829

Table IV45

Analysis of Variance for the Total PAAT Scores as a Function of Sex of the Parents

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 1 96.6362 96.6362

Within Groups 384 28599.4467 74.4777
1.298 Retained

Total 385 28696.0829



Table IV.46

Analysis of Variance for the Total PAAT Scores
as a Function of Educational Background

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 7 1703.4259 243.3466

Within Groups 378 16992.6570 71.4091
3.408 Rejected

Total 385 28696.0829

Table IV.47

Analysis of Variance for the Total PAAT Scores
as a Function of Family Income

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 6 2153.7505 358.9584

Within Groups 379 26542.3324 70.0325
5.126 Rejected

Total 385 28696.0829



Table IV.48

Analysis of Variance for the Total PAAT Scores as a Function of Family Size

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups

Within Groups

5 109.8413 21.9683

380 28586.2416 75.2270
.292 Retained

Total 385 28696.0829

Table IV.49

Analysis of Variance for the Total PAAT Scores
as a Function of Accessibility to the Child

Source of Variation df Sum of Squares Mean Squares Computed F Decision

Between Groups 3 82.0014 27.3338

Within Groups 382 28614.0815 74.9060
.365 Retained

Total 385 28696.0829
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than blue-collar parents in the occupational status group.

Parents who earn less than 3,999 bolivares were found

the parents with the less positive attitude, and Venezuelan

parents with college degrees and graduate school degrees

demonstrate the most desirable attitudes toward child-

rearing.

The results of multiple comparison test for the

rejected hypotheses of the PAAT total scores indicated

significant differences in the following Venezuelan parent

groups: (1) professionals and service-employee parent

groups demonstrated better attitudes toward childrearing

than blue-collar parents; (2) Venezuelan parents with

college degrees, some graduate studies, and graduate

school degrees demonstrated more desirable attitudes

toward childrearing than the rest of the Venezuelan group

of parents classified by educational background; and

(3) Venezuelan parents who have a monthly income less

than 3,999 bolivares (Venezuelan currency) demonstrated

the less positive attitudes toward childrearing.



Table IV.50

PAAT Total Scores as a Function of Occupational Status
Results of Duncan's Multiple Comparison Tests

(3)
Groups Means N=229

(1) (2) Critical
N=40 N=120 Value

3

1

2

139.0619

145.0750

145.3750

6.0131* 6.3131*

.3000

2.99

*Significant at the .05 level



Table IV.51

PAAT Total Scores as a Function of Educational Background
Results of Duncan's Multiple Comparison Tests

Groups Means
(7) (6)

N=62 N=104
(8)

N=33
(5)

N=85
(2)

N=8
(1)

N=10
(4)

N=65
(3)

N=22
Critical
Value

7

6

8

5

2

1

4

3

139.3500

140.2500

140.7576

141.3333

143.5000

144.1000

144.7538

146.0909

.90 1.5076

.5076

.1.9833

1.0833

.5757

4.15*

3.25*

2.74*

2.17*

4.75*

3.85*

3.34*

2.77*

.60

5.4038*

4.5038*

3.9962*

3.4205*

1.2538

.6538

6.7409*

5.8409*

5.3333*

4.7576*

2.5909*

1.9909

1.3371

2.79

Significant at the .05 level



Table IV.52

PAAT Total Scores as a Function of Family Income
Results of Duncan's Multiple Comparison Tests

Groups Means
(1)

N=158
(2)

N=98
(3)
N=82

(6)

N=13
(7)
N=10

(5)

N=21
(4)

N=7 Critical Value

1 138.9226 3.8019* 4.4920* 4.7697* 5.2774* 6.9345* 7.2203* 2.09

2 142.7245 .6901 .9678 1.4755 3.1326* 3.4228*

3 143.4146 .2777 .7854 2.4425* 2.7283*

6 143.6923 .5077 2.1648* 2.4506*

7 144.2000 1.6571 1.9429

5 145.8571 .2858

4 146.1429

*Significant at the .05 level
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Regression Analysis

A Regret,sion analysis was used to determine which

of the fined independent variables for the present study

such as occupational status, sex of the parents, educa-

tional background, family income, family size, and accessi-

bility to the child was the best predictor of Venezuelan

parents' mean scores for the five PAAT subsets.

The analysis of regression provides a test of the

hypothesis of no relationship between the independent

variable X (occupational status, sex of the parents,

educational background, family income, family size, and

accessibility to the child) and the dependent variable

Y (PAAT scores for each of the five subsets).

Three steps were taken in the regression analysis

to estimate the influence of the independent variables

on each of the five PAAT subsets. In step :me, no linear

relationship was found between the independent variables

and the Creativity subset of the PAAT. Table IV.53 pre

sents P-values and r 2 when the six independent variables

and the five PAAT subsets were interrelated.
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Table IV.53

Regression Analysis Step One
Creativity

Independent Variables P-Value r2

Occupational Status .6238 .0025

Sex of the Parents .8980 .0000

Educational Background .2872 .6222

Family Income .2725 .0196

Family Size .1454 .0174

Accessibility to the Child .2233 .0114

Occupational status was found to be the best pre-

dictor in step one of the regression analysis for Frustra-

tion, Control, Play, and Teaching-Learning subsets of the

PAAT. Table IV.54 reports means scores, P-values, and r2

for the PAAT subsets of Frustration, Control, Play, and

Teaching-Learning as a function of Occupational Status.

Table IV.54

Means Scores, P-values, and r 2
for Frustration,

Control, Play, and Teaching-Learning as a
Function of Occupational Status

PAAT Subsets Occupational Status
Mean P-Value r2

Frustration 27.9708 .0364* .0172

Control 18.2500 .0000* .1430

Play 29.6425 .0000* .0678

Teaching-Learning 30.4875 .0006* .0380

*Significant at P = .05
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The F statistic was used to test the null hypothesis

of no linear regression relationship between occupational

status and the four PAAT subsets of Frustration, Control,

Play, and Teaching-Learning. The calculated F values

demonstrated that occupational status was contributing

to significant differences in PAAT mean scores among

groups: Frustration, F(3.02) = 3.3419; Control, F(3.02) =

31.9480; Play, F(3.02) = 13.9335; Teaching-Learning,

F(3.02) = 7.5712. Tables IV.55, IV.56, IV.57, and IV.58

report the analysis of variance for Frustration, Control,

Play, and Teaching-Learning as a function of occupational

status.

Table IV.55

ANOVA Table for Simple Linear Regression
Frustration as a Function of

Occupational Status

Source of Variation df Sum of
Squares

Mean
Squares

Computed
F

Regression 2 52.9688 26.4844
3.3419

Residual 382 3035.22 7.92485

Total 385 3088.19
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Table IV.56

ANOVA Table for Simple Linear Regression
Control as a Function of Occupational Status

Source of
Variation

df Sum of
Squares

Mean
Squares

Computed

Regression 2 606.958 303.379
31.9480

Residual 383 3638.18 9.49917

Total 385 4245.14

Table IV.57

ANOVA Table for Simple Linear Regression
Play as a Function of Occupational Status

Source of df Sum of
Squares

Mean
Squares

Computed

Regression 2 230.243 115.121
13.9335

Residual 383 3164.42 8.26219

Total 385 3394.66

Table IV.58

ANOVA Table for Simple Linear Regression
Teaching-Learning as a Function of

Occupational Status

Regression 2 135.616 67.8081
7.5712

Residual 383 3430.17 8.95605

Total 385 3565.78
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In the second step of the regression analysis no

linear relationship was found between the independent

variables and the Control subset of the PAAT. Accessi-

bility to the child was found the best predictor for

Frustration and Play subsets of the PAAT. Table IV.59

presents means scores, P-values and r
2 for Frustration

and Play PAAT subsets as a function of Accessibility

to the child.

Table IV.59

Mean Scores, P-values, and r
2
for Frustration and Play

as a Function of Accessibility to the Child

PAAT Subsets Accessibility to the Child

Means P-Values r
2

Frustration 28.6995 .0313 .0398

Play 30.3719 .0261 .0902

Sex of the Parents was found the best predictor of

Teaching-Learning subset of the PAAT when regression

analysis was used in the second step. Table IV.60 reports

a mean score, P-value, and r
2 for Teaching-Learning as

a function of sex of the parents.
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Table IV.60

PAAT Subset Sex of the Parents

Mean P-Value r2

Teaching-Learning 30.4945 .0135 .0380

The F statistic was used to test the null hypotheses

of no linear regression between the independent variables

(Accessibility to the Child and Sex of the Parents) and

the PAAT subsets of Frustration, Control, and Teaching-

Learning. Tables IV.61, IV.62, and IV.63 report the

analysis of variance for simple linear regression of

Frustration, Play, and Teaching-Learning as a function

of sex of the parents the latter, and of accessibility

to the child the former.

Table IV.61

ANOVA Table for Simple Linear Regression
Frustration as a Function of
Accessibility to the Child

Source of
Variation

df Sum of
Squares

Mean
Squares

Computed

Regression 5 122.763 24.5526
2.9812

Residual 380 2965.42 7.80375

Total 385 3088.1830
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Table IV.62

ANOVA Table for Simple Linear Regression
Play as a Function of Accessibility

to the Child

Source of DF Sum of Mean Computed
Variation Squares Squares

Regression 5 306.274 61.2549

Residual 380 3088.39 8.12734
3.1184

Total 385 3394.66

Table IV.63

ANOVA Table for Simple Linear Regression
Teaching-Learning as a Function of

Sex of the Parents

Source of
Variation

Sum of
Squares

Mean
Squares

Computed

Regression 1 135.616 67.8081
7.5712

Residual 382 3430.17 8.95605

Total 383 3565.78

Occupational status was found the best predictor

for the total PAAT scores. Table IV.64 presents a mean

scores, P-value, and r 2 for the PAAT total scores.
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Table IV.64

Mean Score, P-Value, and r 2
for PAAT Total Scores

as a Function of Occupational Background

Occupational

Mean P -Value r2

PAAT Total Scores 145.225 .0000 .1271

The calculated F statistic demonstrated that the

null hypothesis of no linear relationship between PAAT

total scores and occupational background of the Venezuelan

parents was rejected. Table IV.65 reports the analysis

of variance for simple linear regression of PAAT total

scores as a function of occupational background.

Table IV.65

ANOVA Table for Simple Linear Regression
PAAT Total Scores

Occupational
as a Function of
Background

Source of
Variation

df Sum of
Squares

Mean
Squares

Computed

Regression

Residual

2

383

3648.05

25048

1824.03

65.3996
2.8905

Total, 385 28696.1

The results of the simple linear regression analy-

sis indicated that no linear regression relationship

was found between the Creativity subset and each of

the six independent variables of occupational status,
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sex of the parents, educational background, family income,

family size, and accessibility to the child. This find-

ing means that none of these independent variables could

be used to predict Venezuelan parents' attitudes toward

child creativity when they appear in the full model

analysis of the study sample population.

The implications of this finding suggest a need for

further study on Venezuelan parents' attitudes toward

child creativity taking into consideration other Venezu-

elan parent sample groups.

However, occupational status was found to be the

best predictor for the remaining four PAAT subsets:

Frustration, Control, Play, and Teaching-Learning.

This finding indicates that occupational status was

contributing to significant differences among Venezuelan

parent sample groups regarding their attitudes toward

child play, parental control and sense of frustration

as well as parents' self-perception as teachers of their

own children in parent-child interactions and childrearing

practices.
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V. CONCLUSONS AND IMPLICATIONS

The central goal of this study was to assess Venezu-

elan parents' attitudes toward specific areas of parent-

child relationships such as child creativity, child play,

sense of parental frustration in childrearing, the exer-

tion of parental control over their children, and parents'

perception as teacher for their own children. Also the

study addressed two major questions: what differences

exist in responding to the PAAT-Inventory among Venezuelan

parents as a function of their occupation, sex, educa-

tional background, family income, family size, and access-

ibility to the child and which of the independent vari-

bles would be the best predictor of Venezuelan parents'

attitudes using the PAAT subset scores and the total

scords as dependent variables?

The following steps were taken in the development

of the investigation:

1. A search of the related literature on attitudes,

parental attitudes, parent-child relations, child crea-

tivity, child play, and parents' influence in child devel-

opment was undertaken.

2. The target population for the study and the

characteristics in the Venezuelan context were identified.
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3. The PAAT-Inventory was selected as an appropri-

ate instrument for data collection purposes.

4. The author did the Spanish translation of the

PAAT inventory under the supervision of the instrument's

author and the staff of the Office of Parent Development

International at Arizona State University.

5. The Ministry of Education of Venezuela author-

ized this investigation in the preschool settings of

the Venezuelan Andean cities of San Cristobal, Merida,

and Trujillo.

6. Regression analysis was conducted to determine

which of the Venezuelan parent group independent vari-

ables of occupation, sex of the parents, educational

background, family income, family size, and accessibility

to the child was the best predictor of Venezuelan parents'

attitudes using PAAT subsets scores.

7. A One-way Analysis of Variance was used to

measure the effects of the six independent variables

on each of the five subsets and total scores of the PAAT-

Inventory.

8. Duncan's Multiple Comparison procedure was

used to test the significance of all pair-wise comparisons

when the null hypothesis was rejected.

Testing the Hypothesis

This study included an assessment of Venezuelan

parents' attitudes toward child creativity, child play,
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parental control, sense of parental frustration in child-

rearing, and parents' self-impression as teachers of

their own children. These major considerations led to

thirty null hypotheses which resulted in findings of

no effect of the six independent variables on the mean

scores of the Venezuelan parent groups in responding

to the five subsets and the total PAAT scores.

The .05 level of probability was selected as the

rejection criterion for the the null hypotheses. A one-

way analysis of variance was utilized to test the thirty

null hypotheses of the study's design. The hypotheses

were testing utilizing a sample of 389 Venezuelan parents

who had 4 to 6 year-old children in the preschool setting

of the Venezuelan educational system during the academic

year of 1984-85.

The conclusion for the hypothesis testing for Crea-

tivity subset of the PAAT demonstrated no effect of the

Venezuelan parent group independent variables. Thus,

all the null hypotheses for PAAT creativity subset were

retained.

In testing the null hypotheses for the PAAT frustra-

tion subset, the F statistic demonstrated the rejection

of the null hypotheses for occupational status, educational

background, and accessibility to the child. Duncan's

follow-up procedures did not find significant differences

among the occupational status of the Venezuelan parent

groups, but it did demonstrate significant differences
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at the .05 level for the groups of Venezuelan parents

who had College degree and who had some graduate studies.

The F statistic demonstrated the effect of the

independent variables of occupational status, sex of

the parents, educational background, and family income

on the scores of Venezuelan parents responding the

Control subset of the PAAT. Duncan's follow-up procedure

did find significant differences among occupational status

groups, sex of the parents, family income, and educational

background.

Of the six null hypotheses for the Play subset

of the PAAT, four were rejected. When Duncan's Multiple

Comparison procedures was applied significant differences

among the Venezuelan parent groups were found in each

of the four independent variables.

Finally, of the hypotheses testing for the Teaching-

Learning subset, three were rejected and three were

retained. The rejected hypotheses were occupational

status, educational background, and family income.

Duncan's Multiple Comparison procedures did find signifi-

cant differences among the occupational status groups.

Significant differences were found among educational

background and family income groups. Parents with graduate

school degree were found significantly different at the

.05 level and parents who earned between bolivares 6,000-

7,999 and 8,000-9,999 were also found significantly differ-

ent from the rest of the Venezuelan parents' groups.
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Analysis of Variance of the Total PAAT Scores

The null hypotheses for occupational status, educa-

tional background, and family income were rejected.

The follow-up multiple comparison procedure demonstrated

significant differences among Service-Employee group

and Professional parent group with respect to the blue-

collar parents' group.

Significant differences were found when Duncan's

Multiple Comparison procedure was applied to Venezuelan

parents classified by educational background. Venezuelan

parents who had college degree, some college studies,

graduate school degree, and some graduate school studies

were significantly different at the .05 level from the

rest of the Venezuelan group members of the educational

background group level.

There were significant differences when Duncan's

Multiple Comparison procedures was applied to the Venezu-

elan parent groups classified by family income.

Regression Analysis

A regression analysis was used to determine which

of the independent variables for the present study was

the best predictor of Venezuelan parents' mean scores

for the five PAAT subsets.

Three steps were taken in the regression analysis to

estimate the best predictor from the six independent
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variables on each of the five PAAT subsets. No linear

relationship for Creativity subset of the PAAT-Inventory

was found among the six independent variables. For the

rest of the PAAT subsets of Frustration, Control, Play,

and Teaching-Learning occupational status was found as

the best predictor of the Venezuelan parent sample group.

In the second step of the linear regression analysis

no linear relationship was found between the independent

variables and the Control subset of the PAAT. However,

for Frustration and Play subsets were found as the best

predictor the independent variable of accessibility to

the child.

In general, the best predictor for the PAAT total

scores was the occupational status of the Venezuelan

parents' groups.

Implications and Recommendations

Implications form the basis for practical applica-

tion of the findings: they are formulated both from

the related literature and the data analysis. The prac-

tical considerations evolving from the results of the

present study include:

1. The low reliability coefficient found may have

been due to instrument translation into Spanish language

(version Castellana). It was assumed that the version

Castellana was correctly understood by the entire sample

population. However, the alpha reliability coefficient
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suggests that this assumption may not have been valid

to each sub-population used in the study. Therefore,

there is a need for the validation of the Spanish version

of the PAAT applied to Venezuelan parent sample popula-

tion due to a low alpha reliability coefficient found.

2. Regression analysis indicated that occupational

status was found the best predictor of parent scores

for Frustration, Control, Play, and Teaching-Learning.

In this instance Venezuelan parents classified as pro-

fessionals and service-employees had the most desirable

attitudes toward child play, parental control and sense

of frustration as well as parents' self-perception as

teachers of their own children. Also, the Venezuelan

parents with greatest needs of parent education assis-

tance are parents classified as blue-collar.

3. The analysis of variance portion of the study

identified differences among Venezuelan parents as a

function of their occupation, sex, educational background,

family income, family size, and accessibility to the

child. This means that parent education in Venezuela

should take into acocunt the various groups of Venezuelan

parents.

4. One important implication of the findings

of the present study is that occupational status, educa-

tional background, and family income are variables that

are not easily changed by individuals, but variables
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such as accessibility to the child can be modified if

parents are informed that more time spent with a child

enhances their effectiveness as parents.

9. Other important finding of the study is that

Venezuelan parents classified as blue-collar had the

lowest mean scores for Frustration, Control, Play, and

Teaching-Learning as well as for the total PAAT scores.

This finding means that this group of Venezuelan parents

needs special consideration in program planning and

first efforts in parent education should be directed

toward them.

6. One of the major implications of the findings

of the study was that the independent variable accessi-

bility in the child did contribute to differences among

Venezuelan parents' attitudes toward child play. It

was found that Venezuelan parents who spent more than

one hour playing with their children demonstrated a

better attitude with respect to childrearing than the

rest of Venezuelan parent groups. This finding indicates

that time spent with the child, regardless of the quality

of that time, is important. Other studies have found

that quality of time was more significant than quantity.

Perhaps a study needs to be conducted to determine if

quantity of time alone is significant and, also, what

lengths of time are most effective. The significance

of finding that accessibility to the child contributes
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to positive attitudes is that Venezuelan parents' charac-

teristics such as occupational status, educational back-

gorund, and family income are not easily changed by

individuals, but relations such as accessibility to

the child can be modified if parents are informed that

more time spent with a child enhances their effectiveness

as parents as well as reduces their sense of frustration

in childrearing and increases their effectiveness in

controlling child's behavior.

7. An important conclusion of the findings of

the study is that the Venezuelan parent groups classified

as blue-collar demonstrated the less positive attitude

toward childrearing as did their counterpart in cross-

cultural studies on Mexican and Lebanese blue-collar

parents. Also, Venezuelan parents who have high level

of educational background (college degree) demonstrated

more desirable attitudes toward childrearing as did

their counterparts in previous studies of American,

Mexican, and Puerto Rican parents.

8. There is a need for the replication of the

present study taking into consideration the recommended

changes in order to obtain relevant information about

Venezuelan parents' attitudes toward childrearing prac-

tices for the purposes of parent education curriculum

planning.



145

BIBLIOGRAPHY

Ainsworth, M. D. S. 1971 The development of infant-
mother attachment. In B. M. Calwell and H. N.

Ricciuti (Eds), Review of child development research
(Vol 3). Chicago: University of Chicago Press.

Allport G. W. 1935. Attitudes. In C. Murchison (Ed ),
A handbook of social psychology. Worcester, Massa-
chusetts: Clark University Press.

Baldwin, A. L. 1948. Socialization and the Parent-Child
relationship. Child Development, 19, 127-136.

Banco Central de Venezuela. 1984. Informe Annual.
Caracas.

Bandura, A. et al. 1969. Relative efficacy of desensi-
tization and modeling approacnes for inducing be-
havioral. affective, and attitudinal changes.
Journal of Personality and Social Psychology. 38,
65-70.

Bandura, A. and C. J. Kupers, 1964. The transmission
of patterns of self-reinforcement through modeling
Journal of Abnormal and Social Psychology, 69.
1-9.

Barry, H., Child, I. L., and Bacon, M. K. 1957. A cross-
cultural survey of some sex differences in sociali-
zation. Journal of Abnormal Psychology, 55, 327-
332.

Bayley, N., and Schaefer, E. S. 1964. Correlations
of maternal and child behaviors with the develop-
ment of mental abilities: Data from the Berkeley
Growth Study. Monographs of the Society for Research
in Child Development, 29 (6, serial No. 97).

Bayley, N. et al. 1967. Infant vocalization(s) and their
relationHip to mature intelligence. Science, 157,
331-333.

Baumrind, D. 1966. Effects of authoritative paternal
control on child behavior. Child Development,
37, 887-907.

. 1968. Authoritarian vs. authoritative control.
Adolescence, 3, 255-272.



146
Baumrind, D. 1971. Current patterns of paternal authority.

Developmental Psychology Monographs, 4, No. 1.

. 1973. The development of instrumental compe-
tence through socialization. In A. D. Pick (Ed.),
Minnesota Symposium on Child Development, Vol. 7,
Minneapolis: University of Minnesota Press.

. 1977. Socialization determinants of personal
agency. Paper presented at the biennial meetings
of the Society for Research in Child Development,
New Orleans.

Becker, W. G. 1964. Consequences of different kinds
of parental discipline. In M. Hoffman and L. Hoff-
man (Eds.), Review of.child development review,
Vol. 1, New York: Russell Sage.

Becker, W. G. and R. S. A. King. 1964. Circomplex model
for social behavior in children. Child Develop-
ment, 35, 371-396.

Bigner, J. J. 1979. Parent-child relations. New York:
Macmillan.

Birnbaum, J. A. 1971. Life patterns, personality style,
and self esteem in gifted family oriented and
career committed women. Unpublished doctoral dis-
sertation, University of Michigan.

Bloom, Benjamin. 1964. Stability and change in human
characteristic. New York: John Wiley and Sons.

Bond, Robert D. 1984. Venezuela where democracy lives.
In The Wilson Quarterly, Vol. VIII, No. 4, p.
48-62.

Bossard, J. and E. Boll. 1966. The sociology of child
development. (3rd ed.). New York: Harper and
Row.

Bower, T. G. R. 1974. Development in infancy. San
Francisco: W. H. Freeman.

Brandt, H. and M. Brandt. 1971. Dictionary of Preg-
nancy, childbirth, and contraception. London:
Mayflower.

Brenton, M. 1966. The American male. New York: Howard-
McCann, Inc.

Brim, 0. G. 1975. Macro structural influences on child
development and the need for childhood social



147

indicators. American Journal of Orthopsychiatry,
45, No. 4, p. 516-524.

Brody, S. and S. Axelrad. 1978. Mothers, fathers, and
children. New York: International University Press.

Brodzinsky, D. M. 1977. Children's comprehension and
appreciation in relation to conceptual tempo.
Child Development, 48, 960-967.

Bronfenbrenner, U. 1974. Developmental research, public
policy, and the ecology of childhood. Child Develop-
ment, 45, p. 1-5.

1975. The challenge of social change to public
policy and developmental research. Paper presented
at the meeting of the Society for Research in Child
Development, Denver, Colorado.

. 1977. Who needs parent education? Paper
presented at the working conference on parent educa-
tion sponsored by the Charles Steward Mott Founda-
tion, Flint, Michigan.

Bronson, W. C. 1975. Developments in behavior with
age mates during the second year of life. In
M. Lewis and L. A. Rosenblum (Eds.). The Origins
of behavior: Friendship and peer relations.
New York: Wiley.

Busse, T. V. 1969. Child-rearing antecedents of flex-
ible thinking. Developmental Psychology, 1, p. 585-
591.

Campbell, J. D. 1964. Peer relations in childhood.
In M. L. Hoffman and L. Hoffman (Eds.), Review
of Child Development research, Vol. 1, New York:
Russell Sage Foundation.

Caplan, F. and T. Caplan. 1974. The power of play.
Garden City, New York: Anchor Press/Doubleday.

Carr, L. and S. 0. Roberts. 1965. Correlates of civil-
rights participation. Journal of Social Psychology,
67, p. 259-267.

Carrera-Damas, Josue. 1978. Psicologia de la primera
infancia. Caracas: Editorial Avila.

Chein, I. 1948. Behavior theory and the behavior of
attitudes: some critical comments. Psychological
Review, 55, p. 175-188.



148

Clarke-Stewart, A. K. 1973. Interactions between mothers
and their young children: Characteristics and
consequences. Monographs of the Society for
Research in Child Development, 38, p. 6-7.

. 1978. Popular primers for parents. American
Psychologist, p. 359-369.

Clausen, J. A. 1968. Perspectives on childhood sociali-
zation. In J. Clausen (Ed.), Socialization and
Society. Boston: Little Brown.

Cochran, William, G. 1977. Sampling Techniques. New
York: John Wiley and Sons.

Cohen, S. E. 1978. Maternal employment and mother-
child interaction. Merril-Palmer Quarterly, 24,
p. 189-197.

. 1976. Social and personality development
in childhood. New York: Macmillan.

Conroy, M. et al. 1980. Maternal strategies for regu-
lating cHIldren's behavior: Japanese and American
families. Journal of Cross-Cultural Psychology,
11(3), p. 153-172.

Coodiplan. (1981). Estrategias de desarrollo del sector
educativo. Ministerio de Educacion, Caracas.

Cook, S. W. and C. Selltiz. 1964. A multiple-indicator
approach to attitude measurement. Psychological
Bulletin, 62, p. 36-55.

Coopersmith, S. 1967. The antecedents of self esteem.
San Francisco: W. H. Freeman.

Copeland, W. D. 1980. Teaching-Learning behaviors and
the demands of the classroom environment. Elemen-
tary School Journal, 80, p. 163-177.

Courtney, E. Wayne. 1983. Analysis. Division of Continu-
ing Education. Corvallis, Oregon State University.
January, 1983.

Dansky, J. 1969. Make-Believe: A mediatior of the relation-
ship between play and associative fluency. Child
Development, 51, p. 576-579.

Davie, D. 1976. School where parents make a difference.
Boston: Institute for Responsive Education.



149

Douglas, J. W. B. 1967. The home and the school.
England: Panther Books, Ltd.

Durret, E. and W. Huffman. 1968. Playfulness and diver-
gent thinking among Mexican-American children.
Journal of Home Economics, 9, p. 355-358.

Engelbrecht, G. 1973. The effects of toy-talk training
and experience on fourth-grade child teachers and
their kindergarten students. Unpublished doctoral
dissertation, Arizona State University.

Epstein, J. L. 1983. Longitudinal effects of family-
school-person interactions on students' outcomes.
Research in Sociology of Education and Socialization,
4, p. 101-127.

Erickson, E. H. 1950. Childhood and Society. New York:
Norton.

Evans, E. D. 1975. Contemporary influences in early
childhood education (2nd ed.). New York: Holt,
Rinehart and Winston.

Fatini, M. D. and R. Cardenas. 1980. Parenting in a
multicultural society. New York: Longman.

Feldaman, S. S. 1975. On the interchangeability of
attachment objects in two-year-old children. Child
Development, 46, p. 319-330.

. 1977. Influence of age and sex on responsive-
ness to babies. Developmental Psychology, 16,
p. 675-676.

Feshbach, S. 1970. Carmichael's manual of child psychol-
ogy. In P. H. Mussen (Ed.), Vol. 2, 3rd ed.,
New York: Wiley.

Fine, M. J. 1980. Handbook on parent education. New
York: Academic Press.

Fishbein, M. 1963. An investigation of the relation-
ships between beliefs about an object and the atti-
tude toward that object. Human Development, 16,
p. 233-240.

. 1967. Attitude theory and measurement.
New York: John Wiley and Sons.

Fitzsimmons, J. J. and M. P. Rowe. 1971. A study in
day care. Massachusetts: ABT Associates.



150

Freire, Edgar. 1979. Analisis critico de la situacion
de la mujer, el nino y la familia en Venezuela.
Universidad Catolica del Tachira, San Cristobal.

Freud, Sigmund. 1962. The ego and the id. James
Strachey (Ed.). New York: W. W. Norton. (Origi-
nally published, 1923)

Gartner, Alan et al. 1971. Children teach children:
Learning by teaching. New York: Harper and Row.

Gleason, J. B. 1975. Fathers and other strangers:
Men's speech to young children. In D. P. Dato
(Ed.), Language and Linguistics. Washington, D.C.:
Georgetown University Press.

Goldbert, R. J. 1977. Maternal time use and preschool
performance. Paper presented at the meeting of
the Society for Research in Child Development,
New Orleans.

Goldstein, H. W. 1973. Maternal differentiation, father
absence, and cognitive differentiation in children.
Archives of General Psychiatry, 29, p. 370-373.

Gordon, I. J. 1969. Developing parent power. In
E. Grotberg (Ed.), Critical issues in research
related to disadvantaged children. Princeton,
New York: Educational Testing Service.

. 1973. The Florida parent education early
intervention projects: A longitudinal look.
Gainesville, Florida: Institute for Development
of Human Resources, University of Florida College
of Education.

. 1976. Intervention in infant experience.
In M. Cohen (Ed.), Understanding and nurturing
infant development. Washington, D.C.: Associa-
tion for Childhood Education International.

Gowan, J. C. 1972. Development of the Creativity
Individual. San Diego: Knapp.

Greathouse, B. 1972. The effects of toy-talk training
and experiences in low income black mothers and
their preschool children. Unpublished doctoral
dissertaition, Arizona State University.

Grecas, V. 1979. The influence of the social class
on socialization. In W. R. Burr, R. Hill, F. I.

Nye, and I. L. Reiss (Eds.). Contemporary theories



151

about the family. (Vol. 1). Research based the-
ories. New York: Free Press.

Grunebaum, M. C. et al. 1962. Fathers of sons with
primary neurotic learning inhibition. American
Journal of Orthopsychiatry, 32, p. 462-473.

Hendrick, J. 1980. The Whole child: New trends in
early education. St. Louis: The C. V. Mosby Co.

Hess, R. D. 1970. Social class and ethnic influences
on socialization. In P. H. Mussen (Ed.), Car-
michael's manual of child psychology (Vol. 2).
New York: Wiley.

. 1971. Parent involvement in early education.
In E. H. Grotberg (Ed.), Day Care: Resources
for Decisions. Washington, D.C.: Office of Eco-
nomics.

Hess, R. D. et al. 1980. Maternal expectations for
early mastery and the development of cognitive
and social competence of preschool children in
Japan and the United States. International Jour-
nal of Psychology, 15, p. 259-271.

Hetherington, E. M. 1967. Effects of parental dominance,
warmth, and conflict on imitation in children.
Journal of Personality and Social Psychology, 6,
p. 119-125.

Hoffman, L. W. 1961. The father's role and the child's
peer group adjustment. Merril-Palmer Quarterly,
7, p. 97-105.

. 1967. Parent discipline and the child's moral
development. Journal of Personality and Social
Psychology, 5, 45-47.

. 1979. Maternal employment. American Psycholo-
gist, 34, p. 859-865.

Holtzman, W. H. et al. 1968. Cross-cultural studies
in psychology. International Journal of Psychology,
3, p. 83-91.

Hunt, L. L. and Hung, J. G. 1977. Race, daughters and
father-loss: Does absence make the girl grow
stronger? Social Problems, 25, 90-102.



152

Inkeles, A. 1969. Making men modern: On the causes
and consequences of individual change in six develop-
ing countries. American Journal of Sociology, 75,
p. 208-225.

. 1977. Understanding and misunderstanding
individual modernity. Journal of Cross-Cultural
Psychology, p. 135-176.

Johnson, J. E. 1983. A family environmental factors
and children's knowledge of rules and conventions.
Child Development, 54, p. 218-226.

Jordan, B. et al. Paternal behavior and intellectual
functioning in preschool boys and girls. Develop-
mental Psychology, 11, p. 407-408.

Kagan, J. and H. Moss. 1962. Birth to maturity: A
study in child development. New York: Wiley.

. 1979. Family experience and the child's devel-
opment. American Psychologist, 34, p. 886-891.

. 1973. Cross-cultural perspectives on early
development. American Psychologist, 28, p. 947-961.

Kamin, C. 1974. Formative research in black-white peer
teaching using toys as medium for instruction.
Unpublished doctoral dissertation, Arizona State
University.

Keniston, K. 1977. All our children: The American
family under pressure. New York: Harcourt Brace
Jonanovich.

Kohl, Herbert. 1968. 36 children. New York: Signet
Books.

Lamb, M. E. 1976. The role of the father in child devel-
opment. New York: Wiley.

. 1977. Father-infant and mother-infant inter-
action in the first year of life. Child develop-
ment, 12, p. 237-244.

. 1978. The development of sibling relationships
in infancy: A short term longitudinal study. Child
Development, 49, p. 1189-1196.

. 1979. The effects of the social context on
dyadic social interaction. In M. E. Lamb, S. J.
Soumi, and G. E. Stephenson (Eds.), Social



153

Interaction Analysis: Methodological issues.
Madison: University of Wisconsin Press.

Lawton, J. T. 1978. Success in preschool learning
related to formal and open-framework programs:
A preliminary report. Home Economics Research
Journal, 7, p. 34-43.

Leiderman, P. H. and G. F. Leiderman. 1974. Familial
influences on infant development in an Eastern
African agricultural community. In E. J. Anthony
and C. Koupernik (Eds.), The Child in his family:
Children at Psychiatric risk. New York: Wiley.

. 1975. Affective and cognitive consequences
of polymatric infant care in the East African High-
lands. In A. D. Pick (Ed.), Minnesota symposia
on child psychology, Vol. 8. Minneapolis: Univer-
sity of Minnesota Press.

. 1977. Economic change and infant care in an
East African agriculture community. In P. H.
Leiderman, S. R. Tulkin, and A. Rosenfeld (Eds.),
Culture and infancy. New York: Academic Press.

Levine, J. 1976. And who will raise the children?
Philadelphia: J. B. Lippincott.

Levine, P. H. 1972. Transcendental mediation and the
science of creative intelligence. Phi Delta Kappan,
54, p. 231-235.

Li, A. F. K. 1978. Effects of play on novel responses
in kindergarten children. Alberta Journal of Edu-
cational Research, 24, p. 31-36.

Lieberman, J. N. 1977, Playfulness: Its relationship
to Imagination and Creativity. New York: Academic
Press.

Maccoby, E. E. 1977. Current changes in the family
and their impact upon socialization of children.
Paper presented to the American Sociological Asso-
ciation. Chicago, September.

. 1980. Social development: psychological
growth and the parent-child relationship. New
York: Harcourt, Brace Jovanovich.

Mackinnon, C. E. et al. 1982. The effects of divorce
and maternalemployment on the home environments
of preschool children. Child Development, 53,
p. 1392-1399.



154

Marjoribanks, K. 1977. Socioeconomic status and its
relation to cognitive performance as mediated
through the family environment. IN A. Oliveiro
(Ed.), Genetics, environment, and intelligence.
Amsterdam: Elseview.

Martin, B. 1975. Parent-child relations. In F. D.
Horowitz (Ed.), Review of child development
research, Vol. 4, Chicago: University of Chicago
Press.

Maslow, Abraham. 1971. The father reachers of human
nature. New York: Vicking Press.

McCandles, B. R. 1961. The relation between peer-
popularity and dependence on adults in preschool
age socialization. Child Development, 32, p. 511-
518.

Murphy, L. B. 1972. Children under three: Finding
ways to stimulate development. In R. Amart and
E. M. Samart (Eds.), Reading in child development
and relationships. New York: McMillan.

Mussen, P. H. 1966. A study of rural Puerto-Rican boys
from agricultural and factory families. In Sympo-
sium 36: Cross-cultural studiens in mental develop-
ment. 18th International Congress of Psychology,
Moscow, pp. 151-156.

. 1969. Industrialization, child-rearing prac-
tices and children's personalities. Journal of
Genetics Psychology, 115, p. 195-216.

Nash, J. 1965. Father in contemporary culture and cur-
rent psychological literature. Child Development,
36, p. 261-297.

National Academy of Science, National Research Council.
1969. The relationship of nutrition to brain devel-
opment and behavior. Washington, D.C.

Newport, E. L. et al. 1977. Mother, I'd rather do it
myself: dome effects and non-effects of maternal
speech style. In C. E. Snow and C. A. Fergurson
(Eds.). Talking to children: Language input and
acquisition. Cambridge, England: Cambridge Univer-
sity Press.

Nuttall, E. V. and Nutull, R. L. 1976. Parent-child
relationships and effective academic motivation.
Journal of Psychology, 94, p. 127-133.



155
Palmer, F. H. 1970. Socioeconomic status and intelli-

gence performance among negro preschool boys.
Developmental Psychology, 3, p. 1-9.

Parish, T. S. et al. 1980. Locus of control and father
loss. Journal of Genetics Psychology, 136, p.
147-148.

Park, S. H. 1983. The identification of factors related
to childrearing expectation of Korean-immigrant
parent of preschool children. Unpublished doctoral
dissertation. North Texas StateUniversity.

Parke, R. D. 1970. Perspectives on father-infant interac-
tion. In J. D. Osofky (Ed.), Handbook of infant
development. New York: Wiley.

Pederson, F. A. 1983. Variation in infant experience
associated with alternative family role organiza-
tion. In L. Laosa and I. Siegel (Eds.), Families
as learning environment for children. New York:
Plenum.

Radin, N. 1972. Three degress of maternal involvement
in a preschool program: Impact on mother and
children. Child Development, 43, p. 1355-1364.

. 1976. The role of the father in cognitive,
academic, and intellectual development. In M. E.
Lamb (Ed.), The role of the father in child develop-
ment. New York: John Wiley and Sons.

. 1975. Observed paternal behavior and the
intellectual functioning of preschool boys and
girls. Paper presented to the Society for Research
in Child Development, Denver, April.

Reis, M. et al. 1977. Relation of paternal availability
to 1-5-FobTem solving and sex role orientation in
young boys. Psychological Reports, 40, p. 823-829.

Riley, M. W. et al. 1970. Age and Aging. In R. K. Merton
and R. Nisbet (Eds.), Contemporary social prob-
lems. New York: Harcourt Bruce Javanovich.

Rogoff, B. et al. 1975. Age of assignment of roles
and responsibilities to children: A cross-cultural
survey. Human Development, 18, p. 353-369.

Roman, M. et al. 1975. The disposable parent. New
YorkTHOTt, Rinehart, and Winston.



156

Rosenberg, M. 1965. Society and adolescent self-image.
Princeton: Princeton University Press.

Rosenberg, S. et al. 1972. Structural representation
of implicit personality theory. In L. Berkowitz
(Ed.), Advances in experimental social psychology,
9, p. 283-294.

Saavedra, J. 1977. The interaction between adolescent's
perception of parental warmth and control and the
association of these dimensions of parenting with
self-esteem and self-adequacy among Puerto Rican
males. Unpublished doctoral dissertation. The
Catholic University of America.

Sawicki, F. 1972. The effects of toy-talk training
and experiences on low income white mothers and
their preschool children. Unpublished doctoral
dissertation. Arizona State Univrsity.

Sigel, I. E. 1980. Parental distancing, beliefs, and
children's representational competence within the
family context. Princeton, New Jersey: Educational
Testing Service.

Schaffer, H. R. 1978. The role of the mother in early
social development. IN H. McGurk (Ed.), Childhood
and social development. London: Mathuew.

Sears, R. R. 1959. Patterns of childrearing. Evanston,
Illinois: Ron Peterson.

. 1965. Identification and childrearing. Stan-
ford, California: Stanford University Press.

Simon, E. 1972. Some sociometric evidence for validity
of Coopersmith' self-esteem inventory. Journal
of perceptual and Motor Skills, 34, p. 93-94.

Singer, J. L. 1973. The child's world of make-believe:
Experimental studies of imaginative play. New
York: Academic Press.

Slaughter, H. 1972. ESEA Title I final summary project
report for the parent and child education program.
Research Department, Tucson Public Schools, Arizona.

Smith, C. P. 1966. Child Development. Dubuque, IA:
W. C. Brown.

Snow, C. 1972. Mother's speech to children learning
language. Child Development, 43, p. 549-565.



157

Spock, B. A. 1976. Common-sense book of baby and child
care. New York: Pocket Books.

Stevens, J. H. and Mathews, M.,(Eds.). 1967. Mother/Child,
father/child relations. Washington, D.C.: National
Association for the Education of Young Children.

Stone, P. J. 1970. Child care in 12 countries. Paper
delivered at the World Congress of Sociology.
Varna, Bulgaria.

Strom, R. D. 1970. Toy-talk: the new conversation
between generations. The Elementary School Journal,
70, p. 418-428.

. Play and family development, The Elementary
School Journal, 74, p. 359-368.

. Parent and child in fiction. 1978. Belmont,

California: Wadsworth.

. 1980. Growing together: Parent and child
development. Belmont, California: Wadsworth.

. 1981. Growing through play: Readings for
parents and teachers. Belmont, California: Wads-
worth.

. 1984. The Parent as a Teacher Inventory Manual.
Chicago, Scholastic Testing Service.

Strom, R. D. and Bernard, H. W. 1982. Educational Psy-
chology. Belmont, California: Wadsworth.

Strom, R. D. and J. Hill. 1979. Childrearing expecta-
tions using the Parent as a Teacher Inventory.
Journal of Experimental Education, 47(1), p. 9-16.

Strom, R. D., R. Ress, H. Slaughter, and S. Wurster.
1981. Childrearing expectations of families with
atypical children. American Journal of Orthopsychi-
atry, 51(2), p. 285-296.

Strom, R. D. and Daniels, Susan. 1984. A comparison of
West German and Guestworker parents' childrearing
attitudes and expectations. In Research and Develop-
ment Reports. Office of Parent Development Interna-
tional, College of Education, Arizona State Univer-
sity.

Sutton-Smith, B. (Ed.). 1970. Play and learning. New York:
Gardner Press.



158

Swift, J. W. 1964. Effects of early group experience:
The nursery, school and daynursery. In M. L. Hoff-
man and L. Hoffman (Eds.), Review of child develop-
ment research (Vol. 1). New York: Russell Sage
Foundation.

Thomas, E. B. et al. 1978. Individual patterns of mother-
infant interaction. In G. P. Beckett (Ed.), Observ-
ing Behavior. Baltimore: University Park Press.

Torrance, E. Paul. 1963. Education and the creative
potential. Minneapolis: University of Minnesota
Press.

. 1965. Rewarding creative behavior. Englewood
Cliffs, New Jersey: Prentice-Hall.

. 1973. Is creativity teachable? Bloomington,
Ind.: Phi Delta Kappan.

Veldman, D. 1967. Fortran programming for the behav-
ioral science. New York: Holt, Rinehart, and
Winston.

Wener, E. E. and R. S. Smith. 1977. Kauai's children
come of age. Honolulu: The University press of
Hawaii.

White, Martha. 1957. Social class, childrearing prac-
tices, and child behavior. American Sociological
Review, 22, p. 704-712.

Whiting, B. B. and J. W. M. Whiting. 1975. Children
of six cultures: A psychocultural analysis.
Cambridge, Massachusetts: Harvard University Press.

Yankelovich, D. 1974. The new morality: A profile
of American youth in the 70's. New York: McGraw-
Hill.

Zajonc, R. B. 1975. Birth order and intellectual devel-
opment. Psychological Review, 82, p. 74-88.

Zussman, J. S. U. 1977. Situational determinants of
parental behavior. Unpublished doctoral disserta-
tion. Stanford University.



APPENDICES



159

APPENDIX A



ESTADO ME R ID A

MERIDA
D)1114IIIRA9

UNIVEROIDAD DI /
L06 A16046 . UNIVIR111060 OIL LOS LLROII

1661011

ESTADO TRUJILLO

MARA NI! 7

REGION DE LOS ANDES
I 999999 DA POR LOS ESTADO! RRIMAS, MERIDA,TACKIRA Y TRUJILLO

Y 01 EL DISTRITO AEZ DEL ESTADO APURE

UB ICAC ION POR CIU DAD ES DE LAS INSTITUCION ES DE

TRUJILLO EDUCACION SUPERIOR
60 A ',MINI.

INIDTITUTO UNIV. Of
TECNOt 0016 DEL

'TAD° TRUJILLO

-

UNIVIIR1060 OIL TAGHIRA EST00 BARINAS
MUCLOO CAN DRISTOOAL
tX1110C1014 TAG iosA -UCLO -
1111, U11111/. DC TO COOLOOlk

A110- INDUOTAIAL

*SAPS CRISTOSAL
r/

ESTADO TACH IR A

ESTADO A P 1.1 R E



161

APPENDIX B



162

R
'

;
I
)
..
% I

'..).

3:;
4 .

1

PARENT AS
A TEACHER
INVENTORY

V I
1111lt .

1 114'

) ''.=...
NI.. 1

i0

,el'

by Robert Strom

aI

r0,./. ..N.

i,

'

.,
N,.

,
'4.i.16) :.

i

4.10=

e:

i

$
s 1V J',

1.
1

N.N1y,..,
.... , ..+0

P
1..urimee

c I.
ti

717® Published by:
SCHOLASTIC TESTING SERVICE, INC., Bensenville, Illinois



PARENT AS A TEACHER INVENTORY

Directions:
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You will be reading some statements on feelings about your child. This is not a test. We are asking
that you express your feelings about your child. For each statement, circle only one answer. If there
is no doubt in your mind about the statement, circle either STRONG YES orSTRONG NO. Other-
wise, circle either YES or NO. Continue until you have answered all 50 statements. Take your time.

1. I get tired of all the questions my child asks.

STRONG YES YES NO STRONG NO

2. My child should be able to make noise during play.

STRONG YES YES NO STRONG NO

3. It is all right for my child to disagree with me.

STRONG YES YES NO STRONG NO

4. My child needs to play with me.

STRONG YES YES NO STRONG NO

5. Much of my child's learning will take place before he or she enters school.

STRONG YES YES NO STRONG NO

6. I like my child to make up stories.

STRONG YES YES NO STRONG NO

7. It gets on my nerves when my child keeps asking me to watch him or her play.

STRONG YES YES NO STRONG NO

8 I want my child to say more than I do when we talk.

STRONG YES YES NO STRONG NO

9. Playing with my child makes me feel restless.

STRONG YES YES NO STRONG NO
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10. It is hard for me to tell when my child has learned something.

STRONG YES YES NO STRONG NO

11. When my child doesn't know an answer. I ask the child to guess.

STRONG YES YES NO STRONG NO

12. I get tired of all the fears that my child talks about.

STRONG YES YES NO STRONG NO

13. There are some things I just don't want my child to talk about.

STRONG YES YES NO STRONG NO

14. If I spend a lot of time playing with my child, he or she will disobey me more
often.

STRONG YES YES NO STRONG NO

15. It is all right for my child to have a make-believe friend.

STRONG YES YES NO STRONG NO

16. I want my child to play with toys made for boys and toys made for girls.

STRONG YES YES NO STRONG NO

17. My child bothers me with questions when I am busy.

STRONG YES YES NO STRONG NO

18. I like my child to be quiet when adults are talking.

STRONG YES YES NO STRONG NO

19. I feel able to choose new toys for my child.

STRONG YES YES NO STRONG NO

20. It is difficult for me to think of things to say to my child during play.

STRONG YES YES NO STRONG NO
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21. When my child plays with toys, the pretending seems foolish.

STRONG YES YES NO STRONG NO

22. My child is punished for fighting during play.

STRONG YES YES NO STRONG NO

23. While we play, my child should be the person in control.

STRONG YES YES NO STRONG NO

24. Playing with my child improves the child's behavior.

STRONG YES YES NO STRONG NO

25. When I play with my child I feel the need to talk like a child.

STRONG YES YES NO STRONG NO

26. I want my child to have all of his or her questions answered.

STRONG YES YES NO STRONG NO

27. It's all right for my child to get dirty while at play.

STRONG YES YES NO STRONG NO

28. When at play with my child, I prefer games that have rules rather than the
make-believe kind of play.

STRONG YES YES NO STRONG NO

29. My child learns new words when we play.

STRONG YES YES NO STRONG NO

30. I feel able to give my child the proper preschool experience at home.

STRONG YES YES NO STRONG NO

31. I get upset when my child tries to solve a simple problem in the wrong way.

STRONG YES YES NO STRONG NO

3
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32. It's okay for my child to interrupt me when we play.

STRONG YES YES NO STRONG NO

33. I feel play must be stopped when my child becomes angry at a playmate.

STRONG YES YES NO STRONG NO

34. I try to praise my child a lot when we play.

STRONG YES YES NO STRONG NO

35. More of my child's personality learning at this age takes place by watching
people and things rather than by being told.

STRONG YES YES NO STRONG NO

36. It is all right for my child to spend a lot of time playing alone.

STRONG YES YES NO STRONG NO

37. While at play my child can take out as many toys as he or she wishes.

STRONG YES YES NO STRONG NO

38. 1 provide cnances for my child to make up his or her own mind about a lot
of things.

STRONG YES YES NO STRONG NO

39. It is difficult for me to stay interested when playing with my child.

STRONG YES YES NO STRONG NO

40. I scold my child when he or she doesn't learn.

STRONG YES YES NO STRONG NO

41. My child wants to play too long at one time.

STRONG YES YES NO STRONG NO

42. When my child shows off I ignore it.

STRONG YES YES NO STRONG NO

4
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43. I feel unhappy when I don't know an answer to my child's questions.

STRONG YES YES NO STRONG NO

44. I imitate my child's speech when we play so that the child understands.

STRONG YES YES NO STRONG NO

45. It is easy for me to use toys when teaching my child.

STRONG YES YES NO STRONG NO

46. I seldom tell my child his or her work is good or bad so that my child can be

the judge.

STRONG YES YES NO STRONG NO

47. I want my child to put the toys away before going to bed.

STRONG YES YES NO STRONG NO

48. It's all right for my child to have secrets from me.

STRONG YES YES NO STRONG NO

49. My child learns by playing with other children.

STRONG YES YES NO STRONG NO

50. If we play whenever my child wants to, not much learning will take place.

STRONG YES YES NO STRONG NO

5
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LOS PADRES COMO MAESTROS
CUESTIONARIO DE IDENTIFICACION

CCNTESTE LAS SIGUIENTES PREGUNTAS MARCANDC LA RESPUESTA CORRECTA:

Nombre del nlMo(a)

Sexo: (1)
(2)

Masculine
Femenino

Edad: (1) Antos

(2) Meses

Instituto donde estuola el niMo(a)

Cuantos niMos viven en su case'

LCuil es el orden de nacimiento de

Primer°

Segundo

Tercero

Cuarto

;u1nto

Sex to

Septimo

Cotavo

Novena o superior

niMc(a) entre sus hermanos?

LCuil es su parentesco don el nlMo(a)?

Pears

Madre

Abuelo

Abuela

Tutor

Ctro (Especifioue:

LCual es su estacto

Casado(s)

Solteroka)

Divorciaoos)

Jiudo(a)

Separado(a
Union Libre

170
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LCuel is su miximo grado de escolaridad?

Titulo de Post-grado (Master, Doctor)

Estudios de Post-grado

Titulo de Licenciatura (Ingeniero, Medico, Abogado, etc)

Estudios Universitarios (sin adquirir titulo)

Titulo de Bachiller

Estudios de secundaria

Primaria complete

Menos de seis aRos de escolaridad

LCusil es su ocupacien?

4Cuil es su ingreso familiar mensuai?

Menos de 3i 1.999

2.;00 a 3.999

4.000 a 5.999

is 6.DC0 a 7.999

is 3.D00 a 9.999

1C.000 a 15.DGD

Mis de is 15.:Gt]

4Cuinto tiempo Is dsdica usteo a jugar con su nijca; diariamente?

Memos le 15 minutos

Entre 15 y DG minutos

Entre 3C y 1 nora

Más de una nora
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INVENTARIO DE LOS PADRES COMO MAESTROS

INSTRUCCIONES:

A continuation ustsd encontrari una aerie de afirmaciones concer-

niantes a sus conocimientos con respecto a su hijo(a). Este cuestio-

nazi° no rapresenta un sximen ni una prueba, as tan solo un inventa-

sio de sus ooiniones.

Lae con mucha atenciOn cads afirmaci6n. Luego que hays reflexiona-

do cuidadossmants acerca de su significado, hags un circulo alrededor

be la alternative qua sac representa su opini6n.

listed ancontrari cuatro (4) diferentas alternatives be respuesta:

(1) DEFINITIVAMENTE 51; (2) SI; (3) NO; (4) DEFINITIVAMENTE NO

Si usted esti absolutamente seguro be au respuesta, encierre en

un circulo la alternative: DEFINITIVAMENTE SI 6 DEFINITIVAMENTE NO.

Dec otra forme, encierre la alternativa: SI 6 NO.

Por favor, no dojo ninguna -regunta sin contastar. En este cusetio-

nario no hey respuestas correctas o falsas. Responds todas las 50 a-

firmaciones. Este inventario no tiene limits de tiempo, be modo qua

antes de responder cualquiera be lam preguntas, analice is afirmaciOn

y responda adecusdamente.

(1) Me fastidian todas las preguntas qua mi hijo(a) me hate.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(2) Mi hijo(a) puede hater todo el ruido que quiera mientras juega.

DEFINITIVAMENTE SI 31 NC DEFINITIVAMENTE NO

(3) Acepto que mi hijo(a) este en desacuerdo conmigo.

DEFINITIVAMENTE SI SI NC DEFINITIVAMENTE NO
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(4) Es muy impartante que mi hijo(a) juegue conmigo.

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO

(5) Mi hijo(a) obtiene gran parte de su aprendizaje antes de su in
gra= a la escuela.

DEFINITIVAMENTE 51 51 NO DEFINITIVAMENTE NC

(6) Me gusts que mi hijo(a) invents cuentos.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(7) Me gusta cuanda mi hijo(a) insists en que lo(a) vea jugando.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(8) Cuando converso con mi hijo(a prefiero que El(ella) hable mss
que yo.

DEFINITIVAMENTE 31 SI NO DEFINITIVAMENTE NO

(9) Soy impaciente cuando juego con mi hijo(a).

DEFINITIVAMENTE SI 51 NC DEFINITIVAMENTE NO

(10) Fs dificil determinar cuando mi hijo(a) ha logrado comprender alga.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NC

(11) Cuando mi hijo(a) no sabe responder una oregunta, is anima a que
adivine is respuesta.

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO

(12) Me fastidia air hablar a mi nijo(a) de sus miedos y preocupaciones.

DEFINITIVAMENTE SI Si NO DEFINITIVAMENTE NO

(13) May ciertos asuntos be los cuales no ceseo que mi hijo(a) hable.

DEFINITIvAMENTE Si NO DEFINi:TIVAMENTE NC

(14) Cuando juego con mi hIjoai r = mucho tiempo, despues 61(ella)
me desobedece con mAs frecuencia.

DEFINITIVAMENTE Si SI NC DEFINITIVAMENTE NC
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(15) Es correcto que mi hijo(a) juegue con sus amigos imaginarios.

DEFINITIVAMENTE 51 SI NO DEFINITIVAMENTE NO

(16) Me gusts que mi hijo(a) iuegue con juguetes hechos para varones
y juguetes hechos oars hembrae.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NC

(0) Me fastidia que mi hijo(a) me haga preguntas cuando estoy ocupado(a).

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO

(18) Me gusta que mi hijo(a) este callado(a) -uando los adultos hablan.

DEFINITIVAMENTE 51 SI NC DEFINITIVAMENTE NC

(19) Me siento caoaz de escoger los juguetes nuevos para mi hijo(a).

DEFINITIVAMENTE Si SI NO DEFINITIVAMENTE NO

(20) Me as dificil establacar conversacion con mi hijo(a) mientras
jugamoa.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(21) Cuando mi hijo(a) se entretiene con sus juguetes, sus fantasias
me borstal, tontas.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(22) Castigo a mi hijo(a) sl pales can sus amigos mientras juega.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NC

(23) Mientras jugamos, mi hijo(a) debe dirigir el juego.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(24) Cuando juego con mi hijo(a), 41(ella) majors su comportamiento.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NC
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(25) Sianto la necesidad de hablar como un nOo cuando juego con mi hijo(a).

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO
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(26) Deeeo que mi hijo(a) reciba respuesta a todas sus preguntas.

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO

(27) Acepto que mi hijo(a) se ensucie cuando esti jugando.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(28) Cuando juego con mi hijo(a) prefiero juegos con reglas establecidas
en luger de juegos imeginarios.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(29) Cuando jugamos, mi hijo(a) aprende nuevas palabras.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(30) Me siento capaz de darle a mi hijo(a), en casa, las experiencias
necessaries antes de su ingress a is escuela.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(31) Me molesta mucho cuando mi hijo(a) se equivoca al resolver un
problems sencillo.

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO

(32) Cuando jugamos, acepto que mi hijo(a) me interrumpa.

DEFINITIVAMENTE SI 51 NC DEFINITIVAMENTE NO

(33) Si mi hijo(a) se disgusta con su compaAero, pienso que deben
dejar de jugar.

DEFINITIVAMENTE 51 SI NO DEFINITIVAMENTE NO

(34) Irate de anima: bastante a mi hijo(a) cuando estamos jugando.

DEFINITIVAMENTE SI Si NO DEFINITIVAMENTE NO

(35) A is edad que tiene mi hijo(a). pienso que is gente y las cosas
que lo(a) rodean tienen una mayor influencia en la formaciOn de
su personalidad, que lo que se is puede hablar o decir.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO
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(36) Esta bien que mi hijo(a) case mucho tiempo jugando solo(a).

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(37) Permito que mi hijo(a) saque cuantos juguetes quiera cuando
est* jugando.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(36) Le doy oportunidades a mi hijo(a) para que tome decisiones en
relacidn con muchas cocas.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(39) Me resulta dlficil mantener la atencion cuando juego con mi hijo(a).

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(40) Regaft a mi hijo(a) cuando no aprende.

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO

(41) Mi hijo(a) se la quiere casar todo el tiempo jugando.

DEFINITIVAMENTE 5I SI NO DEFINITIVAMENTE NC

(42) Cuando mi hijo(a) intents lucirse, lo ignore.

DEFINITIVAMENTE SI SI NC DEFINITIVAMENTE NC

(43) Me siento triste cuando no se responder a las preguntas de mi
hijo(a).

DEFINITIVAMENTE SI SI NC DEFINITIVAMENTE NO

(44) Imito Is forma de hablar de mi hijo(a) para due me entienda.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NC

(45) Es faci ensear a m hljo(a car medio de sus juguetes.

DEFINITIVAMENTE 5: 51 NC DEFINITIVAMENTE NO
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(46) Casi nOnca le digo a mi hijo(a) que lo que hace esta oien o
est6 mal, de tal forma que 61(ella) puede. perfectamente, ser
au propio juez.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(47) Antes de que mi hijo(a) se acueste a dormir, me ;usta que mi hijo(a)
guarde sus juguetes.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(48) Acepto que mi hijo(a) tenga sus secretos sin decirmelos.

DEFINITIVAMENTE 5I SI NO DEFINITIVAMENTE NG

(49) Mi hijo(a) aprenoe jugando con otros nios.

DEFINITIVAMENTE SI SI NO DEFINITIVAMENTE NO

(50) Si juego con mi hijo(a) cada vez que lo desee, entonces sera
poco lo que aprenderi.

DEFINITIVAMENTE SI 51 NO DEFINITIVAMENTE NO


