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CHILDREARING PRACTICES ASSOCIATED WITH PLAYFULNESS
AND TYPE A BEHAVIOR IN CHILDREN

by
AMY J0 MOORE
(ABSTRACT)

The purpose of this study was to assess the relationships among
childrearing practices, children's levels of playfulness and Type A
behaviors. Parents of 83 children in grades kindergarten, two and four
completed a Q-sort on childrearing behaviors. The children's teachers
completed rating scales for playfulness and Type A behaviors.

Results indicated that there were no differences between males and
females on playfulness or Type A behavior ratings. A difference was
found between the three grades used in the study, with kindergarten
children displaying the highest level of playfulness and second-graders
displaying the lowest level of playfulness. In contrast, it was found
that kindergarten children had the Towest rating of Type A behaviors
while second-graders had the highest. Parenting styles were not found to
differ according to the sex or grade level of the child.

When childrearing behaviors were examined, results indicated that
playful children had parents who used rational gujdance, gxpressed
affect, and were open to experience. Children who were low in play-
fulness had parents who emphasized early training and used control.
When playfuiness was analyzed according to specific definitional
criteria it was found that parents who encouraged independence had

children who were high in their use of pretense and free from external



rules. Additionally, results showed that parents who used control and
emphasized early training had children who were more literal in their
play, more extrinsically motivated, and more bound to external rules.
Similarly, parents who worried about their children had children who
were more extrinsically motivated and bound by external rules. It was
also found that parents who used negative affect had children who used
literal rather than pretend behaviors in their play. The use of
rational guidance in parenting was found to be positively related to
children with Type A behaviors. It was found that children who were
high in Type A behaviors displayed a high level of playfulness.
Children high in Type A behaviors were found to be more actively
involved in their play, use pretense more often than literal behaviors,
and have a higher degree ofiinvo1vement in the activity. A part of Type
A behavior, impatience/aggression, was found to be high in children who

were extrinsically motivated and more prone to play rather than explore.
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CHAPTER I
Introduction

The socialization of children is a primary function of the family
unit. During the past decades numerous researchers have attempted to
document the dimensions of parental socialization techniques and their
consequences for children's behavioral development. This study was
designed to investigate the relationships between certain parental
socialization practices and two types of child behaviors: playfulness
and Type A behaviors. Additionally, the study sought to determine the
relationship between playfulness and Type A behaviors.

The scholarly literature on play, an evolving field of study, has
been focused on play as a means of facilitating development. Scholars
have also attempted to define play and to document its developmental
patterns (Rubin, Fein, & Vandenberg, 1983). Relatively little attention
has been given to the antecedents of play, one of which may be parenting
styles. Although very little attention has been given to parental
socialization and its relationship to play, related areas have been
studied. Such research includes work which showed children high on
fantasy predisposition to have parents who valued such imaginative
activity (Freyberg, 1973), and parents with whom they had close contact
(Marshall, 1961). Singer (1973) and Sroufe and Waters (1977) have
contended that securely attached children are more likely to explore
their environment, and therefore to play. It has also been suggested

that parents who interact with their children in games such as



peek-a-boo and make-believe foster the children's imaginative play
(Johnson, 1978; Lieberman, 1977).

The first purpose of this research was to study the relationship of
playfulness and child socialization behaviors, as measured by the Child-
rearing Practices Report (Block, 1965). Childrearing variables included
encouragement of independence, control, worry about child, enjoyment of
child, emphasis on early training, negative affect, emphasis on achieve-
ment, expression of affect, openness to experience, protectiveness,
supervision, and rational guidance.

The second purpose was to investigate socialization outcomes of
Type A behavior, a syndrome which has been found to be related to
coronary heﬁrt disease (CHD). It is characterized by competitive
achievement-striving, hostility, and aggression (Friedman & Rosenman,
1974). The relative absence of these characteristics denotes a Type B
behavior pattern. Matthews and Angulo (1980) documented the existence
of Type A behavior among children and developed the Matthews Youth Test
for Health (MYTH) to assess it. Although children seldom suffer from
CHD, evidence indicates that Type A behaviors are stable and may persist
into adulthood when they become a risk factor. Little is known about
the etiology of Type A behavior. Thus, any information on factors that
contribute to Type A behaviors would have implications for preventive
efforts. Speculations that parental behaviors may contribute to the
development of the Type A behavior pattern led Glass (1977) and Matthews
and colleagues (1977, 1979, 1980, 1981) to study the effect of the

behaviors of Type A and B mothers and strangers on Type A and B



children. Results indicated that Type A and B children were treated
differently by the adults. Type A children were given fewer positive
evaluations on task performance than were B children and Type A children
were also more often urged to try harder, particularly by Type B
mothers. Thus, it appears that an interactional pattern exists in which
certain socialization techniques are related to Type A behavior in that
they both reflect and affect Type A behaviors.

Although Type A studies have dealt with specific socialization
practices (praise and pushing to achieve) in an experimental setting no
study has focused on long term child-rearing practices. Therefore, the
effects of long term childrearing practices on Type A behaviors were
studied.

. The third purpose of this study was to investigate the relationship
between playfulness and Type A behaviors. This represents an attempt to
draw parallels between two fields of study which have remained separate
but which, by definition, may have a logical relationship. Some
components of the Type A construct are antithetical to those used in
defining play. For example, Type A behaviors are characterized by a
sense of time urgency and an orientation toward goals. In contrast,
playful behavior is often accompanied by a sense of time loss and is

focused on means rather than goals.

Hzgotheses1
It was hypothesized that the following subscales on the CRPR would

be significantly positively correlated with Playfulness scores: (a)



encouragement of independence, (b) enjoyment of child, (c) expression of
affect, (d) openness to experience, and (e) rational guidance. The
following subscales will be negatively correlated with playfulness:. (a)
control, (b) worry about child, (c) emphasis on early training, (d)
negative affect, (e) emphasis on achievement, (f) protectiveness, and

(g) supervision.

Hzgothesesz

Certain CRPR subscales should be significantly correlated with Type
A behavior ratings in children. The following were expected to be
positively correlated: (a) emphasis on achievement, (b) inconsistency,
and (c) suppression of aggression. The subscale on rational guidance
was expected to be negatively correlated with Type A behavior as

determined by scores on the MYTH (Matthews & Angulo, 1980).

Hzgotheses3

Subjects' scores on the MYTH scale for the measurement of Type A
behavior were expected to be negatively correlated with playfulness as

rated by teachers.

Rationale

One area of play research has focused on justifying play by
establishing its values for the developing person. Indeed, a number of
studies have provided evidence that play can enhance socia! and

emotional growth (Marshall & Hahn, 1967) as well as cognitive



development (Sylva, 1977). Play seems to be especially related to
lTanguage and creativity (Smilansky, 1968). However, Rogers and Sawyers
(in preparation) pointed out that when play is justified solely as a
means to successful outcomes, the value of play as an end is obscured.
To justify play as a desirable end state requires the acceptance of play
as valuable in its own right.

Given that play is valuable as an end, the conditions that
facilitate its occurrence need to be identified. As with any behavioral
outcome, both genetic, environmental and interactional impacts are
possible. Although there is a possibility that a genetic predisposition
toward a positive emotional state (possibly manifested in temperament)
may serve to promote play, the focus of this study was on an environ-
mental influence. To be specific, the environmental variable of
parental childrearing style was investigated in terms of its relation-
ship to play.

Several scholars have hypothesized that parenting styles probably
do affect children's play behaviors. Drawing on social learning theory,
some claim that modeling play (Johnson, 1978; Liberman, 1977) and
providing playful contacts (Singer, 1977) will promote play. However,
empirical work has generally failed to subport those claims.

Rubin et al (1983) speculated that “the relationship between
childrearing and play is influenced indirectly by systems that
facilitate or restrict children's behaviors in general" (p. 729). For
example, security of attachment enables the toddler to explore more

freely (Matas, Arend, & Sroufe, 1978). Rubin et al (1983) put forth the



hypothesis that parents influence play by providing children with
"responsive, sensitive, and secure bases that reduce stress and anxiety
in unfamiliar settings" (p. 729). The proposed study extended that
hypothesis to include parental behaviors that provide the conditions
necessary for play.

Conditions that support play include: (a) physical security; (b)
Tow énxiety; (c) freedom to take risks by having low-valence conse-
quences attached to behaviors; (d) freedom to choose activities; (e) Tow
pressure to achieve (process vs. goal orientation); (f) intrinsic
valuation; and (g) understimulation rather than overstimulation. Such
conditions generally exist when responsive or authoritative parenting is
used. On the other hand, the authoritarian parent is likely to demand
performance and achievement and to allow little control to come from the
child. The child is not free to set the goals and the literal
consequences for overstepping the bounds are severe. Thus, children of
authoritarian parents should be externally motivated, respond to rigidly
imposed rules, dominated by the environment, and passive rather than
active. They may also need to focus on the outcome of their behaviors
rather than to enjoy the process. These descriptors are antithetical to
play.

Research from creativity and related areas points to an association
between warm, responsive, authoritative parenting and creative behaviors
of children (Baumrind, 1967, 1971}. Although creativity and play are
related and their definitions may share common components, the two are

not synonomous. Since no studies have assessed parenting styles and



playfulness this study was conducted to address the need for information

about childrearing behaviors associated with children's piayfu]ness.

Parenting Styles and Type A Behavior

Since the Type A syndrome includes specific behaviors that have
been linked to parenting, there may be particular styles associated with
the total behavioral pattern of Type A. For example, aggression and
hostility have been linked to punitive discipline (Feshbach, 1974;
Patterson, 1982). Also, competitive achievement-striving has been 1linked
to pressured demands for achievement (Glass, 1977; Matthews, 1977).
Therefore, in children of authoritarian parents, Type A behaviors should

be stronger than in children of non-authoritarian parents.



CHAPTER II

Review of Literature

Play

The area of play includes a variety of topics. A broad overview of
areas pertinent to the present research is necessary. The areas to be
reviewed include classic and modern theories of play as well as

definitions of play.

Classic Theories of Play. Although the behaviors of play have only

recently become widely researched, theories of play have been debated
for quite some time. The earliest theories, now considered classical,
can be grouped into four categories. The various categories explain the
motivation of play as stemming from surplus ehergy, relaxation and
recreation, practice, or recapitulation (Rubin, Fein, & Vandenberg,
1983).

The notion that play is the result of surplus energy was espoused
by Fredrich von Schiller, an eighteenth-century theorist. He defined
play as "The aimless expenditure of exuberant energy" (1954). He
believed that animals and people are motivated by primary needs such as
hunger and thirst. Once those needs are taken care of the resulting
“superfluous energy" is manifested in play. Schiller thought play was
symbolic and could be divided into material and aesthetic forms. The
term "surplus energy" was actually coined by Spencer (1873), a British

philosopher of the nineteenth-century. Spencer also believed there were



different forms of play, but expanded Schiller's original two to include
four. The four are superfluous activity of the sensory-motor apparatus,
artistic-aesthetic play, games, and mimicry. Overall, there is no
empirical evidence to support the surplus energy model.

The idea that play is a form of recreation and relaxation is
credited to Moritz Lazarus (1873), a nineteenth century German
philosopher. He believed that play served a restorative function after
hard work. His writings dealt mostly with adult play behaviors and how
such behaviors allowed a person to recuperate by letting go of reality-
based constraints. G.T.W. Patrick (1916) expanded Lazarus' theory to
include children. Yet, he thought play was executed in the form of
"“racially old" activities. For adults, these included hunting and
fishing. He believed that children were motivated to play by "race
habits". He reasoned that humans were originally dependent on animals
and that this was reflected in children's preoccupation with books,
blocks, and toys that symbolized animals. Patrick's theory, although
stemming from a recreation-relaxation framework, was drawn from instinct
and recapitulation theories, both of which were widely accepted during
his lifetime. There is no evidence to support the recreation and
relaxation theory of play.

Groos (1898, 1901) purported that play served an adaptive function
for the survival of the human race. He believed that childhood existed
so that children could practice the adult behaviors which are vital to
survival. Thus, he viewed play as a form of practice for later life.

Groos believed that, the more complex the organism, the longer the



10

period of play which was needed. He described play as developing from
experimenta1 play to socionamic play. He also believed that children
were more intrigued by the process of play rather than by the product.
There is no evidence to support Groos' theory and it is often criticized
for relying too heavily on instincts as a major force in development.

The fourth classical theory of play is the recapitulation theory of
G. S. Hall (1920) who was a supporter of Darwinian thought. He proposed
five stages through which he believed play developed. The first stage
is considered the animal stage since climbing and swinging predominate.
Second, is the savage stage where hunting, tag, and hide-and-seek occur.
Third, children pass through the nomad stage of play which is signified
by their desire to keep pets. Fourth, Hall included an agricultural/
patriarchal stage in which children's play involves dolls and digging in
the sand. Finally, children's play passes through the tribal stage in
which they participate in groups and have team activities. Hall viewed
play as an intrinsic behavior which was being externally expressed and
thought that its main purpose was to serve as a "carthartic role" in
development. Again, there is no evidence to support Hall's theory and
many critics claim that he did not deal with all types of play.

In summary, classic tHeories of play have been derived from models
which focused on surplus energy, relaxation and recreation, practice,
and recapitulation. However, no evidence has been provided to support
any of these theories, partly owing to difficulties in operationalizing

definitions.



11

Twentieth Century Theories of Play. There are two common features

in the twentieth-century theories of play: play is viewed as an outlet
for expression by the child, and play is thought to result partially
from wish fulfillment. The theories of Freud, Piaget, and Vygotsky will
be described.

Although Sigmund Freud never presented a comprehensive theory of
play, he did refer to such behavior when discussing other developmental
jssues. He believed that wish fulfillment was lived out through play
and that traumatic events became mastered through play. He cited the
compulsion of repetition to explain why and how children repeat some
types of play behavior. According to Freud; children experience
traumatic events in which they feel out of control. In order to conquer
this feeling they repeat the situation over and over. Thus, he explains
why children often "play" the same scene numerous times.

Freud believed that play allowed the child to behave in ways which
would otherwise be unacceptable. Therefore, he viewed play as being the
opposite of reality (Freud, 1959). He also thought that the period of
play which manifested wish fulfiliment was actually very short. Once
the child acquires the cognitive capacity for reasonableness, then play
no Tonger directly acts to fulfill wishes. Instead, play takes on the
form of more socially appropriate behaviors such as jokes and artistic
activities. Neo-Freudian theorists have attempted to expand Freud's
theory while still focusing on his two major concepts: wish fulfillment
(Menninger, 1942, Peller, 1952, 1954) and mastery (Erikson, 1940, 1941,
1951).
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A cognitive theorist, Jean Piaget belijeved that play serves mainly
an expressive function. In keeping with his cognitive theory, he viewed
play as the predominance of assimilation over accommodation. In other
words, play is behavior in which the child experiences the world
according to what he already knows. This is in contrast to the process
of accommodation which occurs when the child alters his existing
knowledge to fit reality.

The stages of play that Piaget outlined (practice, symbolic, games-
with-rules) parallel his stages of cognitive development. During the
sensori-motor stage of development the child enjoys practice play. This
type of play is illustrated by behaviors which are repeated many times.
Such behaviors are not performed for any specific result other than that
of making the child feel in control. Although practice play is the
product of learned behavior, the play behavior is different in that it
has been removed from its initial function. Piaget views the initial
learning process as adaptation through accommodation of existing
schemas. The subsequent repetition of schemas is assimilation, or play.

The basic premise (predominance of assimilation) in the stage of
symbolic play is the same as in practice play, but the child is dealing
with symbols instead of acts which have a functional value. In this
stage, the child practices separating signifiers and the things they
signify. Symbolic play has two distinct features: such play is
detached from the actual situation in which it originated, and such play

is seen by the child as representing the original situation. Symbolic
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play requires the cognitive abilities of the pre-operational child and
is a dominant form of.play during that period (ages two to seven).

In the stage of play labeled "games-with-rules" the cognitive level
of the children involved is reflected by the complexity of the rules.
Children's ability to follow regulated or rule-governed expectations is
evident in their social behavior. This level of thought is representa-
tive of the school-aged child and the concrete operational period of
cognitive development.

Similar to the theories of Freud and Piaget, Vygotsky believed that
play stemmed from the child's attempt to deal with real-life dilemmas.
He viewed play as an invented world in which the child could exhibit the
highest level of performance. Accordingly, play is viewed as an
adaptive ability which comes from the individual. The play world is
thus influenced by what the child knows about the real world. Vygotsky
maintained that play continues because it offers the child a general way
to control tension, as opposed to Freud's belief that play reoccurs
because it reduces specific tensions. Therefore, Vygotsky proposed that
play is preceded by aversive tensions related to unfulfilled desires and
continued because of the pleasantness Schieved from controlling those
tensions (Vygotsky, 1967).

Except for Piaget, early twentieth century theorists focused on
inte}na1 needs and their expression. These theories have proven
difficult to study even though they have provided a basis for thera-
peutic intervention. In contrast, Piaget's stages have found support in

numerous studies.
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Recent Theories of Play. Theories of play have recently been

structured according to sociai learning theory. Theorists in this
category include Berlyne, Ellis, and Bateson.

Berlyne (1960, 1964, 1966, 1969) asserted that play can be
explained through two types of exploration, specific and diverse.
Specific exploration occurs when an organism gathers information about
specific characteristics of the source of arousal in order to reduce the
high level of arousal. Berlyne related this behavior to the orienting
reflex which compels an organism to attend to novel stimuli. Diverse
exploration occurs when the organism's level of arousal is below the
desired threshold. The organism is then "bored" and consequently
searches for stimuli. This type of exploration involves an attempt to
produce stimulation rather than to decrease it. Berlyne viewed
behaviors as attempts to alleviate unpleasant states, whether the state
of arousal is too high or too low.

E11is (1973) also believed there are optimal levels of arousal.
However, he saw behavior as moving toward a positive state rather than
away from a negative one. According to him, play is stimulus-seeking
behavior.

-Bateson (1955) viewed play in still another light. He described
play as being the necessary precursor to normal functioning in the adult
role. To Bateson, play helps children learn how to learn. He believed
that cultural symbols are abstract and that play is necessary to teach
children how to deal with such abstractness. For example, when playing

various roles, children learn about the process of roles and how the
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roles interact, not just about specific characteristics of a certain
role. Communication is also a significant factor in this theory since
Bateson proposed that it is a crucial element of society. He asserted
that play contributes to the child's ability to understand and
communicate with others. |

In summary, recent theories of play have focused on the belief that
playful behavior is a reaction to and facilitator of learning. The
theories differ in regard to the motivation for play being either
pleasant or aversive. Yet, the trend in recent theories has been to

view play as a response to certain states of arousal.

Definitions of Play. Any attempt to study a construct is dependent

upon a satisfactory definition of the concept and behaviors that
comprise it. Play has been very difficult to define and has conse-
quently frustrated many researchers. Scholars in the area of play
attended a round table symposium in 1979 and spent most of their time
trying to define play. No satisfactory definition was found.

AAfter reviewing classic and recent literature on play, Rubin, Fein,
and Vandenberg (1983) outlined three general ways to define play: as a
disposition, as observable behavior, and in terms of a context. They
concluded that "play is a behavioral disposition that occurs in
describable and reproduceable behaviors" (p. 698). They reviewed six
dispositional factors thought to be relevant in distinguishing play from
non-play behaviors. The first of these is the idea that the behavior

must be intrinsically motivated. The person must be acting from an
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inner control and not because of external demands. Second, in play,
attention is focused on the means rather than the ends. Thus, play
revolves around the variety of ways one can behave as opposed to
concentrating on a specific way to reach a goal (Bruner, 1972). Third,
play behavior is guided by the organism rather than by the stimulus. In
other words, the person focuses on what can be done with the object
instead of on the properties of the object. This characteristic helps
define play as separate from exploration, since the latter involves
seeking information about the object. Fourth, play may be in the form
of pretense. Thus, the actions or objects are dealt with "as if" they
were the real thing (Aldis, 1975). This opens up possibilities for
discovering new meanings and uses of situations and objects because the
usual real-life consequences of failure are suspended. Fifth, play is
characterized by freedom from externally imposed rules. This feature
distinguishes play from those games which have regulations. There is
some concern over this characteristic being included in the definition
of play since some theorists assert that games are merely more mature
forms of play (Piaget, 1962) and that sociodramatic play adheres to
various rules which govern the characters' interaction (Garvey, 1977).
Vandenberg (1981) proposed that it might be the degree of rule
imposition which is the important factor. Last, play as a disposition
is defined as requiring the person to be actively involved. Such a
feature is meant to distinguish play from various states of passivity,
boredom, and daydreaming. This characteristic makes it difficult to

assess when the person is playing with ideas but possibly appearing
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inactive (Rubin et al, 1983). Overall, these six characteristics help
distinguish play as a disposition from other behaviors.

When dealing with play as an observable behavior it is beneficial
to refer to Piaget (1962). He classified play according to three types:
practice play, symbolic play, and games-with-rules. These categories
parallel his stages of cognitive development with practice play
appearing in the sensori-motor stage, symbolic play emerging during the
pre-operational stage, and games-with-rules beginning during the
concrete operational period. Piaget referred to practice play as being
that activity which happens once a sensorimotor skill has been acquired.
This type of play simply allows the infant to practice his new behavior.
Symbolic play involves the manipulation of symbols in which the symbols
represent objects or actions which have a functional value. Such play
is expressed when the child separates the signifiers from the acts or
objects they signify. Games involve that type of play which allows the
child to practice the use of various rules in a competitive setting.
Piaget defines all types pf play as assimilation and believes play to be
serving mainly an expressive function.

Other theorists have also defined play according to observable
behaviors. Garvey (1977) distinguished play according to whether it
involved language, motion, interaction, or social materials. Rubin,
Maioni, and Hornung (1976) classified play in terms of its cognitive
aspects and forms of social behavior.

Play, when defined by its context, is supported with the belief

that the environment can cause play behavior to occur. This type of
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definition is frequént]y seen in research studies which employ a certain
context (playroom, playground, etc.) to elicit play behaviors. Usually
these areas contain certain types of materials and are governed by the
agreement that children can "play" here. Adult behavior is limited in
its intrusiveness and the atmosphere is one in which the children feel
safe and comfortable. Scheduling is also considered significant since
bodily stress such as hunger or fatigue would limit playful behaviors.

The three types of definitions mentioned above are the most widely
used categories to describe play. However, recent attempts to define
play have added new dimensions to its' realm. Schwartzman (1979)
defined play as a type of communication with cultural influences.
Refefring to this definition, Sutton-Smith (1979) contended that it is
unlikely that "any great regularities" will ever be found in play. He
further emphasized the diversity of play definitions by citing the
participants at a conference on play. Sutton-Smith revealed six
definitional categories that he believed described the researchers
jdeas. These included defining play as variable transformations, quick
and light movement accompanied at times by laughter, creation and
resolution of uncertainty, attitudes toward the possible, information
consolidation, and flow.

Perhaps the newest and most novel of play definitions is the idea
of flow offered by Csikszentmihayli (1979). He proposed that, with each
activity, a person perceives certain skills and challenges indigenous of
that situation. Flow occurs when the challenges and skills are well

matched. Otherwise, the person is either anxious (not enough skill) or
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bored (not enough challenge). If the cha]lénges are set by the player,
the activity is voluntary and thus playful. If the goal is set by an
outside source (teacher, boss), then it may be flow, but not play. Play
then is "...the experience of flow in a setting or frame of action in
which the activity is perceived to be voluntary or autotelic; that is,
the goal is in the activity itself, and unrelated to 'real-life’
consequences" (Sutton-Smith, 1979, p. 268).

In general, there is no universal definition of play. It appears
that each research situation dictates its own definition, further
complicating the task of finding a global definition. The present study
utilized the six criteria given by Rubin, Fein, and Vandenberg (1983) in
discriminating play as a disposition. These included intrinsic motiva-
tion, process orientation, organism domination, active involvement,
freedom from externally imposed rules, and a non-literal element.
Further, the present study was aimed at delineating one possible source

of influence on play, i.e. parental socialization styles.

Parenting Styles

The field of parenting spans an extensive area and includes a wide
range of topics. The present research focused on examining parenting
styles as they influence children's behavior, more specifically
childrens' playfulness and Type A behaviors. For clarification of the
present research, certain areas of the parenting literature will be
reviewed. These include parent-child relationships as well as authori-

tarian, permissive, and authoritative parenting styles.
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Parent-Child Relationships. The realm of parenting has been viewed

from many different perspectives with one of the most widely researched
being that of parenting styles. One of the first to study how parenting
related to the development of children's personality was Baldwin (1948,
1949, 1955). He found that children's personalities could be predicted
by the parental factors of democratic/autocratic and permissive/
controlling. He described democratic parents as those who tried to
Jjustify their positions and actions to their children as opposed to
autocratic parents who simply gave the expectations for the child's
behavior without any type of explanation.

Schaefer (1959) was perhaps the first researcher to study maternal
behavior. He created a circumplex model with the orthogonal variables
of warmth/hostility and control/autonomy. He contended that a mother's
degree of acceptance or non-acceptance of her child, as well as the
amount of control or autonomy she offered, could be plotted using these
dimensions.

Becker (1964) used similar variables of warmth/hostility and
restrictiveness/permissiveness. He associated the use of praise and
reason with warmth variables and the use of physical punishment with
hostility. Permissiveness, he asserted, is not the same as warmth.
Becker cited the products of restrictive discipline as children who were
well controlled and socially appropriate in their behavior, yet more
fearful, dependent, and submissive. He suggested these children were
not as intellectually inclined as other children and that they may have

inhibited hostility. Children reared in a permissive environment were
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found by Becker to be more outgoing, sociable, assertive, and to have
greater intellectual strivings. These children were also thought to be
less persistent and to have greater levels of aggressiveness.

Becker also studied calm detachment versus anxious emotional
invo]vement. In these early studies he categorized discipline in two
ways: power-assertive and love-oriented. He defined power-assertive
discipline as the use of physical punishment, shouting, yelling, threats
and commands. Becker claimed that the use of these techniques by
parents would produce children who were aggressive, resistant to
authority, more likely to react in external ways to transgressions, and
more likely to engage in power-assertive behaviors with other children.
In contrast, love-oriented parenting involved the use of praise,
reasoning, signs of disapproval, and the conditional giving of
affection. According to Becker's model, the parents who used warmth-
oriented techniques would likely have children who would internalize
their reactions to transgressions as well as accept self-responsibility.

Along similar lines Sears, Maccoby, and Levin (1957) studied
responsible parenting and Baumrind (1967) examined the amount of
parental control in various parenting styles. In 1971, Burger and
Armentrout researched two dimensions previously unexplored:
psychological control versus psychological autonomy-giving and firm
control versus lax control. More recently, parenting styles have been
studied using the characteristics of type of involvement. For example,

involved versus autonomous parents were studied by Martin (1981).
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Pulkkinen (1982) categorized parents on a child-centered/parent-centered
dimension.

~The work of Baumrind is perhaps the most widely cited in the field
of parenting literature. Although her research continues to offer new
insights into parenting her main contribution has been the
categorization of parenting styles. She originally grouped them into
the three distinct categories of authoritarian, permissive, and authori-
tative (Baumrind, 1967). These categories and research related to them

will be described below.

Authoritarian Parenting. The authoritarian parent, according to

Baumrind (1967), is one who is always in control. Rules are made solely
by the parent without any discussion with the child. If the child does
not follow the rules, the consequences are likely to be physical
punishment, often severe. The independence of the child is not
encouraged. In general, this type of parenting is one with a high level
of demands from the parent and a low level of responsiveness to the
child. More recently, Baumrind (1971) has referred to authoritarian
parenting as that pattern which exposes the child to direct attempts to
control him. Not only overt behaviors, but also attitudes, beliefs, and
values are targeted for control.

In early studies Baumrind (1967) found that children reared within
the authoritarian parenting context appeared to be more unhappy and
socially withdrawn than their nursery school peers. They showed little

independence and scored in the middie range on social responsibility.
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Baumrind noted that the findings were stronger for boys than for girls,
and that boys also showed greater rates of anger and defiance.
Similarly, Baldwin (1955) found that children of authoritarian parents
were obedient and tended not to offer resistance. In addition, these
children were void of affection, spontaneity, curiosity, and
originality.

The effect of authoritarian parenting on various aspects of
childrens' development has been widely researched. In relation to this
Baumrind and Black (1967) studied three clusters of behavior: social
assertiveness, social responsibility, and cognitive competence. They
found that parents who were high in demands were likely to have girls
who were high in social assertiveness, boys who were more socially
responsible, and both boys and girls who were higher in cognitive
competence.

In the area of moral judgment, Hoffman (1970) reviewed the research
and concluded that only half of the studies produced any trends in
relationships. These studies found that the power-assertive techniques
used by authoritarian parents correlated with low scores of conscience.
[t was also found that these children tended to have an external
orientation to moral judgements.

Coopersmith (1967) researched the effects of the authoritarian
style on children's self-concept. He found that high levels of authori-
tarianism were related to low self-concepts in boys. He concluded
that the high amount of control by the parents implied that the child

can not be trusted, therefore instilling in the child a sense of
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incompetence. Loeb, Horst, and Horton (1980) found similar results as
they studied the direct teaching style of authoritarian parenting. They
defined this style as one in which the parents physically take over
physically or give verbal orders. This style was opposite that of
offering suggestions which allows the child some part in the decision-
making. In their study of fourth- and fifth-grade children they found
that children with directive parents had lower self-esteems than did
children of non- directive parents. Similar to Coopersmith's
explanation, Loeb et al. contended that directive parents interacted
with their children in such a way as to communicate to them that they
were not competent and could not perform an activity on their own.
Another aspect of research on authoritarian parenting focuses on
aggression. Results indicate that parents who frequently use power-
assertive techniques and are punitive in their actions have children who
tend to display higher levels of aggression (Feshbach, 1974; Hoffman,
1960; Patterson, 1982). It has also been found that children who are
punished for aggressive behavior tend to have higher levels of such
behavior. Attempts have been made to determine the causal relationship
between authoritarian parenting and aggression. Studies by Johannesson
(1974) and by Lefkowitz, Eron, Walder, and Huesmann (1977) have shown no
direct correlation between high levels of punishment in a child's
formative years and later displays of aggression. Their studies also
indicated that if punishment affects aggression, the effect is likely to

be brief. Not surprisingly, they concluded that any existing
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relationship between these two variables most likely reflects the ways
in which parents respond to their child's aggressive behavior.

Patterson (1979, 1982) has studied parent-child interactions of
normal children versus "out of control" children. Such children were
identified by either their families, school authorities or the court
system. His results indicated that family members, especially siblings,
of aggressive children used more coercive behavior than did families of
normal children. Patterson also found that the aggressive behavior was
not an isolated incident, rather it was only a part of a total
interaction within the family. It appeared that coercion occurred
mutually and worked to prolong the aggressive behaviors. Similarly, it
was found that coercive actions by "out of control" children were more
Tikely to be answered with a type of counter-coercion (punishment). The
parents of normal children were more likely to disregard the aggressive
behavior but once they did respond it was done so in an effective way.
Patterson claimed that when aggressive children are punished, the
probability increases that they will continue to be aggressive. He also
cited evidence which suggested that aggressive children are less likely
to respond to social reinforcement than are normal children.

Overall, authoritarian parenting has.been associated with children
who are socially less competent than their peers, withdrawn, and lacking
in initiative. These children also lack spontaniety and show a lesser
degree of conscience. Their moral judgement orientation tends to be
external. In addition, these children have lower self-concepts and the

sense of an external locus of control. Thus, one could speculate that
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authoritarian parenting would be associated with low levels of
playfulness since many of the outcomes of this parenting style (external
Tocus of control, lack of initiative, and lack of spontaneity) are the

antithesis of descriptors of a playful disposition.

Permissive Parenting. In describing a permissive style of

parenting Baumrind (1966) contended that such parents give little or no
guidance to their children. The parents accept the child's impulses,
desires, and actions without judgement. When decisions must be made,
the parents discuss the issue with the child. Few demands for responsi-
bility are made of the child and the child is allowed to regulate his
own behavior. This type of parent does not value externally defined
standards and does not induce the child to follow such standards. Overt
power or punishment is not used by the parents although reason and
manipulation are. These parents view their role as one of a resource
for the child. They do not see themselves as responsible for the
molding of their child's behavior. They believe that children should
remain on their own to make decisions.

Although this point of view has been upheld by various child
development experts perhaps its' most noted advocate has been A. S.
Neill. 1In his writings, Neill claimed that the alternative to adult
control of children should be self-regulation, free expression, and
unrestrained behaviors (Neill, 1964). He believed that children should
only act on behaviors which they had come to see as valid. Neill

contended that society imposed regulations on the child which were
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unnecessary. Such regulations, he claimed, inhibited the natural growth
and personality of children.

Unfortunately, research into the possible effects of permissive
child-rearing is scarce. Yarrow, Campbe]], and Burton (1968) found that
parents who were permissive toward aggressive behavior increased the
Tikelihood that such behavior would continue. Baumrind (1967, 1971)
found children of permissive parents to be immature in the sense of
lacking impulse control and self-reliance. Results also showed that
nursery school children of permissive parents lacked independence and
social responsibility. These same children were followed up at ages
eight or nine years and found to be low in both cognitive and social
skills. Overall, permissive parenting has been found to produce
children who are impulsive, aggressive, lacking in independence and in
the ability to take responsibility. These traits are not mentioned as
part of Rubin, Fein, and Vandenberg's (1983) definitional criteria of
play. Thus; it would be difficult to predict the nature of the

influence of permissive parenting on play.

Authoritative Parenting. The authoritative parent attempts to

guide the child through the use of a "rational, issue-oriented manner"
(Baumrind, 1966, p. 891). This type of parent explains to the child the
reason for decisions and invites the child to discuss the situation. It
is important to this parent that the child be autonomously self-willed.
Also seen as important is the child's ability to conform to situations

which dictate such action. The authoritative parent governs with
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firmness when there is a disagreement, yet is able to allow the child to
be free of restrictions. Such parents view the children as individuals
with ideas and values, and yet, as adults, place value in their own
viewpoints. These parents validate the child's capabilities and create
certain standards for behavior. They would use reason, power, and
shaping to deal with the child. They would also tend to use inductive
methods as opposed to coercive measures to control their children.
These parents will not base decisions on each child's personal
inclinations. Authoritative parents do not view themselves as being
without mistakes or as always being right. Consequently, this type of
parent values open communication with the child. Baumrind (1967) also
includes consistent discipline and high maturity demands as parts of
authcritative parenting.

Studies of children raised in an authoritative environment show
such children to be more competent and independent than their peers.
Preschool boys have been found to be more socially responsible and both
sexes of eight- and nine-year-olds have shown high social and
intellectual self-assertion (Baumrind, 1967, 1971). It has also been
asserted that firm control by the parents will not necessarily lead to
less competent children. Coopersmith (1967) found fifth- and
sixth-grade boys to be higher in self-esteem when coming from
authoritative homes. He also reported that the children found the
parents' decisions to be fair and reasonable. It has also been found
that children have higher self-esteems when parents are helpful in a

suggestive way rather than a direct one (Loeb, et al., 1980). Hoffman
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(1970) found that children of authoritative parents behaved more
maturely and had an internal orientation in relation to moral judgments.
Authoritative parents are often characterized by low restrictiveness, a
dimension which has also been studied (Apolpnio, 1975; Qadri & Ka1eem{
1971). These researchers report that parents with a low amount of
restrictiveness have children with a higher self-esteem. They suggest
this might be due to the children having some amount of control and
choice concerning their own behavior. The authoritative parent, by
definition, encourages the child to be self willed and Rubin, et al.
(1983) include intrinsic motivation as a criterion for play. Thus,
authoritative parenting should be associated with intrinsically
motivated behavior. Whether authoritative parenting is associated with
this or other aspects of play has not been studied. One purpose of this
study was to investigate associations between parenting styles and

playfulness in children.

Parental Influences on Children's Play

Parenting styles vary and affect children in different ways. This
research is concerned with the relationship between parenting styles and
children's playfulness. Much of the research in the area of parental
influences on children's play focuses on the anthropological nature of
games and is generally concerned with the cultural differences in
children's games rather than the differences of their play. The only

studies that have focused directly on parental influences as they effect
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play behaviors have studied infants or toddlers and concentrated on
attachment as a precursor to exploratory play.

Sroufe and Waters (1977) contended that the security of the child's
attachment to the parent affects the child's exploratory behavior, thus
influencing play. This particular area has received empirical support
from Arend, Gove, and Sroufe, (1979) and from Lieberman (1977). Hutt
(1970; has suggested that exploratory behavior may precede play and
thus, any influence on exploration could be assumed to affect play.

In fact, Singer (1973) asserted that any behavior which restricts or
fosters children's actions may be influential in their play. In
response to this, it has been claimed that children reared in an
authoritative home are more likely than those reared in a nonauthori-
tative home to explore the environment when in the presence of a parent
(Bakeman & Brown, 1980; Blehar, Lieberman, & Ainsworth, 1977).

Other research which contributes to our understanding in this area
is that of areas closely akin to play such as creativity and its various
components. For example, in a study on fantasy, Freyberg (1973) found
that kindergarten children with high fantasy predispositions were more
likely than children with Tow fantasy predispositions to have parents
who valued imaginative activities. Marshall (1961) and Singer (1973)
noted that elementary school age children with a predisposition to
fantasy were more likely to have close parental contact than those
children who were less predisposed to fantasy. Additionally, it has
been postulated that parents who play with their children using such

games as peek-a-boo and make-believe help to develop their children's
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ability to play (Johnson, 1978; Lieberman, 1977). However, little
empirical data are available concerning the effects of parents on their _
children's play behavior. Although the area of attachment has received
some attention, the focus has been on exploration rather than on play as
a disposition.

Although numerous studies of child-rearing practices have found
several dimensions of parental behaviors such as warmth/hostility or
restrictiveness/permissiveness to be related to certain outcomes in
child behavior, they have not assessed the effect on playfulness. Some
research has focused on fantasy, imaginativeness, and creativity.
Although these traits may be related to play, they constitute only a
portion of the domain of play. In addition to imaginativeness
(non-Titeral behavior) play is said to be characterized as intrinsically
motivated, process oriented, organism dominated, free of externally
imposed rules, and as demanding active involvement. The proposed study
would represent an attempt to contribute to our understanding of

parental influence on play.

Type A Behavior Pattern

Although parents are thought to be influential in their chi]dren's'
play, another factor is the child's own personality. A potentially
significant aspect of the child's personality is the degree of Type A
behavior. Because Type A characteristics are thought to be somewhat
opposite of those needed for a high degree of playfulness, it is

important to review the literature on Type A behavior.
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In 1974 Friedman and Rosenman described a behavior pattern which
they found among their cardiac patients. The pattern was labeled Type A
and defined as:

| "any action-emotion complex that can be observed in

any person who is aggressively involved in a chronic,

incessant struggle to achieve more and more in less

and less time, and if required to do so, against the

opposing efforts of other things or other persons"

(p. 67)

Subsequent research with adults revealed that the major components of
Type A behavior are extreme levels of aggression, easily aroused
hostility, a sense of time urgency, and competitive achievement striving
(Rosenman, 1978). The relative absence of these characteristics denotes
a Type B behavior pattern.

Matthews (1982) asserted that Type A behavior is characterized by
higﬁ levels of aggression in work and play, a need for an ever-
quickening pace, and an annoyance with others who function at a slower
rate. She also cited evidence which suggests Type A people focus on two
or more activities at the same time and evaluate their worthiness in
terms of the number of activities in which they are involved (Matthews,
1982). Other researchers have claimed that Type A people have a need to
work close to their maximal productivity level even when there is no
time constraint (Carver, Coleman & Glass, 1976).

It has been asserted (Matthews, 1982) that the Type A pattern is
not a trait but a set of overt behaviors which certain individuals
demonstrate in specific environments. Further, Type A is not a discrete

typology but rather a range of behaviors extending from extreme Type A

to extreme Type B.
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Early research, focused on the correlation between coronary heart
disease (CHD) and Type A behavior, showed twice the prevalence rate of
Type A as Type B behavior in CHD patients (Friedman & Rosenman, 1974;
Jenkins, Rosenman & Zyzanski, 1974). This led medical professionals to
designate Type A behavior as a risk factor in CHD. Since that time
research on Type A behavior in adults has steadily increased with a
large portion of the studies focusing on specific elements of Type A
(e.g., need to control, efforts to excel).

Although CHD is primarily an adult syndrome it is believed to
originate at a much younger age. Consequently, attention has been given
to young children and to behaviors which could possibly be classified as
Type A. Matthews (1979) found that, when confronted with events they
perceived as highly salient and uncontrollable, Type A boys and men
responded with a greater effort to control than did Type B boys and men.
Boys classified as Type A or B paralleled adult men of the same classi-
fication when each was confronted with loss of control. The findings
also showed that boys and men of the same behavior type reacted
similarly to the salience of a task.

Goal oriented behaviors are evident among Type A's. Matthews and
Volkin (1981) found that, in fourth-grade children, Type A's solved more
math problems than did Type B's within a five minute limit. Also
illustrated was the tendency for sixth-grade Type A boys to hold a
weight 50% longer than did Type B boys and to underreport their fatigue.

These findings illustrate the behaviors of Type A's in which they put
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forth more effort to excel than do Type B's when the task placed equal
demands on both groups and the performance criterion was unspecified.

Matthews and Angulo (1980) studied Type A behavior in children from
kindergarten, second, fourth, and sixth grade. They found that these
children were aggressive toward a Bobo doll earlier in the experiment
than were Type B children. Type A's also demonstrated a larger margin
of victory than did Type B's when racing a female experimenter. The
regearchers concluded that Type A children were consistently more
impatient than were Type B children.

Corrigan and Moskowitz (1983) found that Type A behavior in
preschool children was related to measures of aggression and impatience,
but not to measures of intelligence. Type A children also had a shorter
reaction time to a visual discrimination task than did Type B children.
This appeared true regardless of the time constraint or incentive
offered.

The etiology of Type A behavior in children is of interest to
various practitioners. Two studies have focused on parent-child inter-
actions and their relationships to Type A behavior. Glass (1977) found
that Type A boys were treated differently than Type B boys. Both Type A
and B mothers were found to give fewer positive evaluations on task
performance to Type A boys than to Type B boys. Type A boys were urged
to try harder, especially by Type B mothers. The researchers concluded
that because of the diverse effects of children's behavior on care-
giver's actions it is impossible to attribute causality to parental

behaviors. Matthews (1977) attempted to clarify this by conducting a
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study which employed female strangers to interact with Type A and B
boys. Results indicated that Type A boys probably do not cause their
mothers to react to them with fewer positive evaluations since the
female strangers did not react to the boys in that manner. However, it
was found that Type A boys did elicit the urging behavior from Type B
mothers and strangers, thus giving them incentive to continue striving.
She hypothesized that the results of this type of adult-child
interaction is what accompanies the child into adulthood and perpetuates
the strive for achievement.

Overall, researchers have found Type A behavior to include a
variety of characteristics in an extreme form. The most widely cited
behaviors are the need to excel, efforts to control, hostility,
aggression, and impatience. These characteristics, found in Type A
adults, coincide with the behaviors observed in Type A children.

From the definitions found in the literature for Type A behavior
and playfulness it would appear that a high level of Type A
characteristics would coincide with a low level of playfulness.

However, such studies do not appear in the literature. The present
study was conducted to examine parenting styles that might be associated
with Type A behavior and to determine whether Type A behavior has any

relationship to non-playful traits in young children.
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Methodology

Data Collection

-Particigants. Participants for the final study were recruited from
an elementary school in Southwestern Virginia. Initially, the superin-
tendent of the school district was contacted and asked for permission to
seek volunteer participants for the study (Appendix A). The principal
of an elementary school containing grades kindergarten through four was
then contacted and asked for permission to seek participation from the
teachers in those grades. A time was arranged to meet with the teachers
and a description of the project was sent to them in a letter (Appendix
B). A meeting was held with the teachers to provide further details on
the study. A1l teachers in the grade levels being studied agreed to
participate.

A1l children in the selected grades (kindergarten, two, and four)
received a letter and a consent form which they were asked to deliver to
their parents (Appendix C). Approximately two weeks later follow-up
letters were sent to parents who had not responded (Appendix D).

Parents of 231 children received invitations to participate; parents of
83 children completed the study.
The representation of boys and girls from each grade varied.

Kindergartners in the study included 14 boys and 15 girls; second-

36
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graders included 16 boys and 13 girls. Fourth-graders in the study
included 14 boys and 11 girls.

Those parents who agreed to participate were sent packets which
inc1ﬁded a cover letter (Appendix E), background information sheet
(Appendix F), instructions for completing a child-rearing practices
Q-Sort (Appendix G), Q-Sort cards (Appendix H), and the accompanying
envelopes. The parents were requested to return the completed packet to
their child's teacher within one week. At the end of that period
telephone calls were made to parents who had not returned their packets
and they were urged to do so.

The children whose parents returned their packets were rated by
their respective teachers on Type A behaviors and playfulness. Type A
behaviors were assessed by the Matthews Youth Test for Health (MYTH)
(Appendix I) and playfulness was assessed by the Child Behaviors
Inventory (CBI) (Appendix J). Both of these instruments will be
described later. The teachers were given the instruments at separate
times, with the MYTH being given to them in December and the CBI in
January. A1l MYTH and CBI forms were completed by the teachers and

returned within one week.

Background Information on Parents. The parents who participated in

this study represented 83 children (44 males and 39 females). Parental

1

background information was received from 76 mothers and 42 fathers.” A

1Ten other parents participated in the study but did not complete
the background information sheet.
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summary of parental characteristics (Table 1) shows them to be
predominately white, Protestant, married and with mothers who work half

time and fathers who work full time.

Background Information on Teachers. Nine teachers participated in

the study with three teachers representing each grade. A1l of the
teachers were female and white. Their years of teaching experience
ranged from 7 to 20 years (M=14; SD=4). The number of years teaching
their respective grades ranged from a half of a year to 20 years, with
the mean being 10 years (SD=6). More specifically, the kindergarten
teachers had a mean of 14 years (SD=5) of teaching experience with a
mean of 12 years (SD=7) of teaching kindergarten. The second-grade
teachers had a mean of 16 years (SD=1) of total teaching experience and
a mean of 9 years (SD=3) for teaching second grade. The fourth-grade
teachers had a mean of 14 years (SD=4) teaching experience and a mean of
8 years (SD=4) teaching in that grade. Only one teacher had less than
four years in her respective grade and that teacher had seven years of
teaching experience. Thus, all of the teachers who rated children had
several years experience from which to draw in rating behaviors of

individual children.

Instruments

The Child-rearing Practices Report. The Child-rearing Practices

Report (CRPR) is a self-descriptive instrument which identifies
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Table 1

Parental Background Information

Characteristic Percent?

Marital Status .
Married 72
Single 4
Divorced and single : 7
Divorced and remarried 12
Widowed and single 1
Widowed and remarried 2
Separated 3

Race
Caucasian 92
Black 7
Oriental 1
Other 1

Religion
Protestant 65
Catholics : 7
Other 15
No preference 12

3 A1 percentages have been rounded off and will therefore
add up to more than 100%
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child-rearing attitudes and values (Block, 1965). This measure is
comprised of 91 socially relevant items which are administered using a
Q-sort technique. The format includes a forced-choice, seven-step
distribution. The CRPR has both a first- and third-person form which
can be used respectively by parents and children.

Initially, the item pool was constructed by Block (1965) from
behavioral dimensions that were found to differentiate types of mothers
with different child-rearing techniques. A behavioral checklist, as
well as Q-sort items reflecting interpersonal or interactional
behaviors, was used to enhance the item pool. Additionally, a review of
the literature and input from various European professionals helped to
ensure the thoroughness of the item pool. Items are phrased in the
active voice with an emphasis on behavioral orientation. The CRPR has
been administered to people from a variety of age groups, educaticnal
levels, socio-economic groups, and national origins.

Two test-retest studies provide evidence for reliability of the
CRPR (Block, 1965). The first study used the first-person form and was
carried out with 90 young people in a child psychology course. They
were given the CRPR at the beginning of the course and again at it's
completion, eight months later. Items had a mean correlation of .707
(range = .38 to .85; sigma = .10) from the two test periods. The second
study utilized 66 Peace Corps volunteers. These participants were
administered the third-person form of the CRPR at the beginning of their
duty and three years later, at their duty's completion. The third-

person form required them to assess their perceptions of their parent's
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child-rearing orientations. The average cross-time correlations for
females were .69 (description of mother) and .66 (description of
father). For the males the resulting correlations were .61 (description
of mother) and .64 (description of father). Results from these two
studies suggest high reliability for both the first- and third-person
forms of the CRPR.

Construct validity of the CRPR was assessed using three structured
situations, each tapping a different dimension: achievement emphasis,
modes and degree of control, and independence training (Block, 1965).
Maternal behaviors were observed in order to clarify the correlation
between self-report and actual behavior. From this, eight types of
mothers were identified. Four years later, these same mothers were
asked to complete the CRPR. Seventy-six of the original 112 partici-
pated in this phase of the study. Data indicate that there is
psychological coherence between the observational and self-descriptive

data, as well as behavioral relevance of the CRPR.

Child Behaviors Inventory. The Child Behavior Inventory (CBI) a

31-item questionnaire to assess playfulness in children, was developed
specifically for use in this study. The instrument was designed to be
used by teachers to rate children in their respective classrooms. The
initial item pool for the instrument was created after a review of the
Titerature revealed a dispositional definition of playfulness (Rubin et
al, 1983). This definition included the following six criteria: (a) .

source of motivation (intrinsic vs. extrinsic), (b) goal orientation
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(process/goal), (c) object/environment orientation (play vs. explora-
tion), (d) use of pretense, (e) freedom from external rules and (f)
degree of involvement {active vs. passive). All six criteria were
represented by items in the initial item pool. Sixteen scholars in the
area of play were asked to generate items which they felt would
represent the six criteria and therefore assess playfulness. The letter
and form they received can be seen in Appendix K. A total of five
scholars returned the completed form. The responses of these scholars
were compiled to form a second version of the CBI. This scale was then
sent to 16 other scholars in the area of play who were asked to rate
each item for it's ability to assess the criteria it was intended to
measure (Appendix L). The items were assessed on a continuum from 1
(Not At A1l Well) to 5 (Very Well). Eight scholars participated in
completing the forms. The content validity ratings obtained from these
scholars were tabulated and items which received a mean rating of two or
below were discarded. Also, several items were discarded because of
comments made by the evaluating scholars. The mean rating for each item
can be seen in Appendix M. The revised scale included 29 items which
assessed the six criteria of playfulness. Three items were added which
were believed to be indicators of overall construct validity. All items
were then randomly ordered and printed. The items which assess specific
definitional criteria are as follows: (a) source of motivation: 1, 5,
8, 10, 12, 16; (b) goal orientation: 3, 4, 11, 13, 14; (c) object/
environment orientation: 2, 6, 9, 23; (d) use of pretense: 17, 21, 26,

28, 29; (e) freedom from external rules: 7, 18, 24, 27; (f) degree of
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involvement: 15, 19, 20, 30 (See Table 2). The final scale as used by
the teachers had a total of 31 items (Appendix J).

The scale is scored by totaling scale values for all items, with
negatively stated items (2, 3, 5, 7, 8, 10, and 18) being reverse coded.
Only the 29 items designed to measure the six definitional criteria are
included in the total CBI score. CBI scores could range from a possible

29 (Tow level of playfulness) to 145 (high level of playfulness).

Matthews Youth Test for Health. The Matthews Youth Test for Health

(MYTH-Form 0) is a l7-statement questionnaire designed to assess Type A
behavior in children (Matthews & Angulo, 1980). This instrument is
based on observations and is to be completed by the child's teacher.
Three criteria were used to select the items included in the measure.
The items needed to (a) reflect characteristics of Type A behavior
(competitive achievement-striving, aggression, and impatience-
hostility); (b) describe behavior readily observable in the classroom;
and (c) be agreed upon by two independent raters as reflective of Type A
behavior. These criteria produced 19 items which were used in the
initial assessment of the measure.

In the development of the MYTH instrument, teachers of 485
eleméntary school children (kindergarten, second-, fourth-, and sixth-
grade) were asked to evaluate how characteristic each item was of each
child (Matthews & Angulo, 1980). Two ratings were taken two weeks
apart. The ratings were confined to a five-point scale which ranged

from 1 (extremely uncharacteristic) to 5 (extremely characteristic).
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Table 2

Child Behavior Inventory Items

Subscale [ Source of Motivation: Intrinsic vs. Extrinsic

Number
Item Direction on Scale
Always has ideas of things to do + 1
Needs reinforcement to continue activites - 5
Seeks approval frequently - 8
Looks to others to tell him/her what to do - 10
Works well on his/her own + 12
Starts activities for his/her own enjoyment + 16
Subscale II Goal Orientation: Process vs. Product
Number
[tem Direction on Scale
Once goal is achieved, stops playing with
the object/material - 3
Explores different ways to accomplish
the same end + 4
Enjoys learning new skills + 11
Enjoys doing things even when there's
no purpose + 13
Has fun doing things without worrying
how well they turn out + 14
Subscale III Object/Environment Orientation: Play vs. Exploration
Number
Item Direction on Scale
Uses props in typical rather than
unusual ways - 2
Invents new games + 6
Uses things his/her own way + 9
Rearranges situations to come up with
novel ones + 23
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Subscale IV Relation to Instrumental Behaviors: Pretense vs. Literal

Number
[tem Direction on Scale
Pretends a lot + 17
Invents variations on stories such as
different endings or new characters + 21
Is imaginative + 26
Finds unusual things to do with common
objects + 28
Identifies with many characters instead of
playing the same role over again + 29

Subscale V External Rule QOrientation: Relatively Free vs. Tightly Bound

Number
Item Direction on Scale
Asks many questions about what to do - 7
Uses toys/objects only in the way they were
designed to be used - 18
Once the child has been shown how to do
something, he/she creates his/her own way + 24
Uses toys/objects in unusual ways + 27
Subscale VI Degree of Involvement: Active vs. Passive
Number
Item Direction on Scale
Gets so involved in activity that it is
hard to get him/her to quit + 15
Plays eagerly + 19
Plays intently + 20
Gets so involved in an activity that he/she
forgets what is going on in the room + 30
Additional Items Measuring Construct Validity
Number
Item Direction on Scale
Displays exuberance much of the time + 22
Has a sense of humor + 25

Is a playful child + 31
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Two of the items were found to be not related to the total MYTH score
and therefore were dropped. This left the 17 items currently consti-
tuting the MYTH. An overall MYTH score results from summing all of the
items, with 5, 11, and 13 being reversed coded. MYTH scores can range
from 17 (extreme Type B) to 85 (extreme Type A).

Certain psychometric properties of the MYTH were assessed by the
developers of the instrument. They found that gender differences were
consistent, with more boys than girls being rated as Type A. This
finding coincides with adult studies with the same results. No
consistent age differences were found. A factor structure of the items
revealed two subscales: competitiveness (items 1, 2, 7, 9, 12, 14, 15,
and 16) and impatience-aggression (items 3, 4, 5, 6, 8, 10, 11, 13, and
17). The correlation of the subscales was found to be r(483) = .41,

p < .001. A measure of reliability over a three month period resulted
in high correlations when separate analyses were done for children in
each grade (r's = .73 to .86, p's < .001). Cronbach's alpha was used to
assess internal consistency. Results suggest that the MYTH is
internally consistent. Recent research has found the MYTH to have
construct validity when used with preschool-age children (Corrigan &
Moskowitz, 1983) and to be stable across one year of time (Matthews &

Avis, 1983).



CHAPTER 1V
Resu]fs

The purpose of this study was to assess the relationships between
childrearing practices reported by parents and their children's levels
of playfulness and of Type A behaviors reported by teachers. The
relationship between children's playfulness and Type A behaviors was
also investigated. To study these relationships, parents of children in
kindergarten, second, and fourth grades were asked to complete the
Child-rearing Practices Report (CRPR) Q-Sort (Block, 1965). Teachers of
the children completed the Child Behavior Inventory (CBI) designed to
assess playfulness and the Matthews Youth Test for Health (MYTH) to

measure Type A behaviors.

Child-rearing Practices Report. Significant intercorrelations among

CRPR subscales ranged from r = .18, p < .05 to r = .48, p < .001 (Table
3). Both positive and negative correlations were found. The highest
positive correlation was found between openness to experience and
expression of affect, r = .48, p < .001. The highest negative
correlation was found between control énd openness to experience, r =
-.48, p < .001. The total score for the CRPR was not used when
analyzing CRPR intercorrelations since the subscales were measuring

different concepts and therefore were not additive.

47
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\\ Child Behavior Inventory. Mean CB! scores were 110.07 (SD=23.00),

95.45 (SD=13.01) and 100.92 (SD=13.28) for kindergarten, second grade

and fourth grades respectively. A one-way ANOVA indicated a significant
grade level effect, F(2,80) = 5.32, p < .01. A Tukey-HSD procedure .
indicated that the significance was due to the difference between
kindergarten and second grade with kindergarten subjects having the
highest playfulness scores and second graders the lowest. A t-test
revealed that there were no significant differences between males and

females on playfulness scores.

\\CBI Intercorrelations. Pearson correlation coefficients were

computed to determine the relationships among each of the subscales of
the CBI playfulness scale. Results (Table 4) indicated that all play-
fulness subscales were significantly (p < .001) intercorrelated with
coefficients ranging from r = .40 to r = .81. When each subscale was
correlated with the total CBI score the coefficients ranged from r =
.79, p < .001 to r = .81, p < .001. That all intercorrelations were at
least moderate seems to indicate that there may be a central underlying
construct of playfulness which is being tapped by the instrument. High
intercorrelations were achieved among some subscales which seem to be
conceptually related (e.g. intrinsic/extrinsic motivational source and
goal/process orientation). The moderate intercorrelations were between
subscales that are not as closely related conceptually. For example,
between intrinsic/extrinsic motivational source and play/exploration

orientation the coefficient was r = .47, p < .001. Process/goal
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orientation achieved a correlation coefficient of .40, p < .001 with
play/exploration orientation. However, future research with a
sufficient sample to execute factor analysis is needed before it can be

determined whether playfulness is a unitary construct.

. Matthews Youth Test for Health. The mean MYTH scores for kinder-

garten, second, and fourth grade respectively were 42.62 (SD=15.03),
51.34 (SD=11.10), 50.72 (SD=11.35). A one-way ANOVA indicated a
significant grade level effect, F (2,80)=4.19, p < .05. A Tukey-HSD
Procedure indicated that the significance was due to the difference
between kindergarten and second grade scores, with second graders
obtaining the highest MYTH scores, presumably reflecting the highest
level of Type A behaviors. Results from a t-test indicated no signifi-
cant differences between sexes in relation to Type A behaviors.

The two subscales for the MYTH (impatience/aggression and
competitiveness) had a correlation coefficient of r=.50, p < .001. When
correlated with the total MYTH score the coefficients were r=.90,

p < .00l and r=.83, p < .001 for impatience/aggression and competition
respectively.

N\

~Child-rearing Behaviors and Playfulness. It was hypothesized that

certain subscales of the CRPR would be significantly positively
correlated with total CBI scores. These specific CRPR subscales
included: (a) encouragement of independence, (b) enjoyment of child,

(c) expression of affect, (d) openness to experience, and (e) rational



52

guidance. It was hypothesized that the following subscales would be
negatively correlated with playfulness: (a) control, (b) worry about
child, (c) emphasis on early training, (d) negative affect, (e) emphasis
on achievement, (f) protectiveness and (g) supervision.

‘Results indicated that five of the 12 hypothesized relationships
were achieved. These included a significant positive relationship
between total playfulness scores and expression of affect, r=.35,

p <.001, openness to experience, r=.34, p .00l and rational guidance,
r=.30, p <.0l. Significant negative correlations between total
playfulness scores and CRPR scales included control, r=-.24, p <.0l and
emphasis on early training, r=-.21, p <.0l. Despite the lTow number of
significant correlations, all were in the direction predicted.
Correlations between CRPR and CBI subscale scores revealed several
significant correlations (Table 5). The CRPR Subscale of expression of
affect was positively and significantly correlated with all CBI
subséales except process/goal orientation. Correlations ranged from
r=,20, p <.05 to r=.41, p <.001. The CRPR subscale of openness to
experience cqrre]ated significantly with all CBI subscale scores except
degree of involvement with coefficients ranging from r=.26, p <.0l to
r=.37, p <.001. Rational guidance correlated significantly with all
CBI subscales scores and correlations ranged from r=.19, p <.05 to
r=.30, p <.0l. Other positive correlations which were significant were
between the CRPR subscale of encouragement of independence and the CBI
subscales of use of pretense and freedom from external rules. These

correlations were r=.22, p <.05 and r=.26, p <.0l respectively.
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Although only significant coefficients were reported in this section,
these coefficients were moderately low.

Significant negative correlations between CRPR and CBI subscales
were found (Table 5). Control had significant negative correlations
with various QBE subscales ranging from r=-.26, p < .01 (use of
pretense, freedom from external rules) to r=-.31, p < .01 (intrinsic
motivation). The CRPR subscale of worry about child had correlations of

=-.22, p < .05 (intrinsic motivation) and r=-.23, p < .05 (freedom from
external rules) while emphasis on early training had correlations
ranging from r=-.19, p < .05 {intrinsic motivation) to r=-.27, p < .05
(use of pretense). Negative affect had one significant correlation
which was a r=-.19, p < .05 (use of pretense) correlation with use of

pretense.

Child-rearing Behaviors and Type A Behaviors. It was hypothesized

that certain CRPR subscales would be significantly correlated with MYTH
scores. The following were expected to be positively correlated with
MYTH scores: (a) emphasis on achievement, (b) inconsistency, and (c)
“suppression of aggression. Results indicated that none of these were
significantly correlated. It had been further hypothesized that rational
guidance would be negatively related to Type A behaviors. Contrary to
expectations, however, it was significantly positively correlated with
total MYTH scores, r=.24, p < .0l. An examination of Table 6 indicates
that this was due mainly to the .29, p < .01 correlation of the MYTH

subscale of competitiveness with rational guidance.
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Playfulness and Type A Behaviors. It was hypothesized that scores

on the MYTH would be negatively correlated with total playfulness
scores. Contrary to expectations, total MYTH scores were significantly
positively correlated with the total CBI scores at the p < .01 level
with r=,31 (Table 7). The MYTH subscale of impatience/aggression
revealed two significant correlations: r=-.22, p < .05 with
intrinsic/extrinsic motivation and r=.23, p < .05 with play vs.
exploration. Total MYTH scores also had positive significant corre-
lations with play vs. exploration, r=.42, p < .001, use of pretense,

r=.32, p < .001, and degree of involvement, r=.36, p < .001.
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Table 6

Correlations Between CRPR Subscales and MYTH Subscales

Impatience/

Competition Aggression Total MYTH
Encouragement _
of Independence -.002 -.08 -.05
Enjoyment of Child -.01 -.17 -.12
Expression of Affect .16 .02 .10
Openness to
Experience .08 -.05 .01
Rational Guidance . 29* .15 .24*
Control -.06 .16 .07
Worry about Child -.14 .004 -.07
Emphasis on Early
Training .02 .06 .05
Negative Affect -.08 .07 .01
Emphasis on Achievement .03 -.12 -.06
Protectiveness -.16 -.05 -.11
Supervision .07 -.08 -.02
Suppression .15 -.11 .01
Inconsistency -.08 .04 -.02

*p < .01



Table 7

“Correlations Between CBI Subscales and MYTH Subscales

Impatience/

Competition Aggression Total MYTH
Intrinsic Motivation L36*** -.22* .04
Process Orientation L 3gF** -.17 .07
Play vs. Exploration K .23% L42x**
Use of Pretense L4x** .14 L32%**
Freedom from External
Rules 32** -.03 .14
Degree of Involvement L52*** .15 .36%**
Total CBI L56*** .04 J31x*




CHAPTER V

Discussion

The present study was designed to assess the relationships among
childrearing practices, children's levels of playfulness and Type A
behaviors. Sex and grade level differences in playfulness and Type A
behavior were also examined. Parents of 83 children in grades kinder-
garten, two and four completed a Q-sort on childrearing behaviors. The
children's teachers completed rating scales for playfulness and Type A

behaviors.

Sex and Grade Level Differences in Playfulness

A1though results indicated no differences between males and females
for playfulness, there was a significance found between grade levels.
Kindergarteners had the highest playfulness scores whereas second-
graders had the lowest. Conversely, kindergarteners displayed the least
amount of Type A behaviors and second-graders exhibited the most.
Fourth-graders scores were in the middle for both playfulness and Type A
behaviors.

Initially these results appear contrary to what would be expected.
The literature on play and related areas suggests that creative
behaviors such as playfulness are gradually extinguished in children as
they move through the educational system (Dudek, 1974). If this were
the case, fourth-graders should have the lowest level of play behaviors.

The fact that second-graders were lower in playfulness than both

58
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kindergarteners and fourth-graders suggests that something occurs
between kindergérten and second.grade to diminish playful behaviors, and
then something again occurs between second and fourth grade to
re-establish the display of playfulness. One explanation for this is
that kindergarten is less structured than other primary grades thus
allowing children to be more playful. As children move into first grade
more structure is applied to the classroom setting and behaviors such as
playfulness become unacceptable and therefore decrease. It can be
asserted that between second and fourth grades the children adjust to
the structure of school and learn to be playful within the limitations
imposed on them. Another explanation could be that the second-grade
teachers in this study tended to rate children as less playful. Also,
the environment created by these teachers could be leading to lowered
playfulness. In order to better assess this possibility future studies

should be conducted on teacher effects.

Sex and Grade Level Differences in Type A Behaviors

Although results indicated there were no sex differences in Type A
behaviors, there was a significanf grade-level effect. Children in
kindergarten had the lowest Tybe A ratings whereas children in second
grade had the highest. It is interesting that for group means at each
age level, the playfulness means were inversely related to Type A means.
That is, of the three grade levels studied, kindergarteners were highest
in playfulness but lowest in Type A behaviors; second graders as a group

were least playful among the three grades but they were highést in Type
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A behavior. However, this cannot be taken to mean that individuals who
are more playful have lower Type A scores. In fact, Pearson correla-
tions showed that children with high Type A scores also had high
playfulness scores. This raises the question of whether teachers who
tended to give high scores on play tended to give low scores on Type A

behaviors.

Childrearing Practices and Children's Levels of Playfulness

It was hypothesized that children's levels of playfulness would be
positively and significantly correlated with five areas of parenting.
Although all five of the hypothesized relationships were positive, three
(expression of affect, openness to experience, rational guidance) were
significant and two (encouragement of independence, enjoyment of child)
were not. Each subscale will be discussed separately.

1. The subscale of expression of affect was comprised of items

which described a warm and expressive parent-child relationship. Such a
relationship included physical affection and comforting as well as an
easy going attitude. The warmth of the parent-child relationship may be
indicative of attachment, a condition found by Sroufe and Waters (1977)
to promote exploratory play among toddlers. Thus, parents who express
affect seem to be more likely to have children with a higher level of
playfulness.

2. Openness to experience included items which indicated that the

parent valued time for the child to think, daydream, wonder, and to be

curious about Tife. These elements are key components of the use of



61

pretense subscale of the playfulness instrument. Curiosity is playful
in nature and wondering about life is a closely related concept. Thus
it appears that parental valuation of this open and unhurried style of
thinking results in the manifestation of playful behaviors in their
children within the school settings.

3. Rational guidance on the childrearing instrument included items

that were positive in that they emphasized using praise rather than
punishment, reason rather than unexplained decisions, and communicating
to the child that he/she is appreciated. These items reflect the
parent's view of the child as an individual who can be reasoned with and
should be appreciated. Such an opiﬁion from the parents would allow the
child some feeling that the environment is predictable in that decisions
are explained. These behaviors are also indicative of authoritative
childrearing in that warmth and reasoning are involved. Again, the
warmth may be providing the security necessary for play to occur and
appreciation of the child may remove the external pressure to achieve in
order to gain acceptance. The use of rational guidance, coupled with
praise could allow the child to gain competencies in a positive
emotional environment.

4. Encouragement of independence was not significantly related to

total playfulness scores although the correlation was in the positive
direction as predicted. The failure to obtain significance in this area
is puzzling. The items of this subscale all describe the opportunity
for the child to be in control, to maximize his/her will and to exert an

influence on the environment through the exercise of opinions.
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Encouragement of independence was related to the playfulness subscales
of use of pretense and freedom from external rules. Perhaps children
who are encouraged to be independent will be more likely to go beyond
the literal to the pretend. They may also be less likely to feel bound
by external rules because they may be less conforming and perhaps less
dependent on adult approval. It appears that such children may be able
to be somewhat more playful, partly because they are encouraged to be
independent. However, further work will need to be done to understand
why other play subscales failed to be significantly related to
independence.

5. Parental enjoyment of the child was positively related to

playfulness but the coefficient was not significant. The items in this
subscale reflect the parents' satisfaction with time spent with their
child and are similar in nature to the warmth variables associated with
rational guidance. Apparently, the extent to which a parent enjoys
his/her child has 1ittle relationship to the child's level of
playfulness. In general, it seems that a playful child would be more
enjoyable, therefore being associated with parents who would score high
in this subscale. However, if the parent tended to be more rigid and
controlling then he/she would more likely enjoy the non-playful child.
Thus a match between parent preferences and the child's behavioral style
would probably be a stronger factor in the degree of parental enjoyment
of the child.

The following subscales were hypothesized to be negatively

correlated with playfulness: control, worry about the child, emphasis on
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early training, negative affect, emphasis on achievement, protectiveness,
and supervision. Although all of the relationships were in the

direction predicted only the subscales of control and emphasis on early
training were significant.

1. Control by parents had been expected to be negatively related

to playfulness since it characterizes external, rather than internal,
control. Thus, intrinsic motivation and expression of self would be
suppressed. Indeed, of the six playfulness subscales the strongest
negative relationships to control were intrinsic motivation and use of
non-literal behaviors. These are in agreement with the literature which
suggests that children who are raised in a highly structured environment
are less able to make decisions for themselves and are more likely to
choose structure than non-structure when offered a choice {Baumrind,
1967; Becker, 1964).

"

2. Emphasis on early training was significantly negatively

correlated with playfulness. Early training should be similar to
control in its effects on playfulness. Indeed, the same two subscales
(intrinsic motivation and use of non-literal behaviors), plus one
additional subscale (freedom from external rules), were negatively
correlated with early training. Apparently, early training reduced the
children's sense of inner control while simultaneously indicating to
them that external rules should be followed. Since pretending is a
function of being able to break away from the norm and create an

original response, children who are trained early may not be given the
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chance to discover their potential for individual behaviors, thus
stifling playful behaviors which could occur.

Although the childrearing areas of worry about the child and
negative affect were not significant in their negative relationship to
the total playfulness score, they were related to some of the subscales
of playfulness.

1. Parents who worried about their children had children who were
less intrinsically motivated and less free from external rules. It is
possible that parents who worry about their children are consequently
more protective of them, therefore reducing the children's opportunities
for exploratory and self-willed behavior. In an effort to ensure the
safety of their child these parents may employ more rules and
regulations. Thus, children of such parents would be more bound to
external rules and less intrinsically motivated. It is also plausible
that children who fail to follow rules cause parents to worry more about
them.

2. Negative affect in childrearing was associated with low use of

pretense among the children. This relationship is better explained by
examining the subscale items of negative affect. Parents who employed
the use of negative affect often felt angry with their child,
experienced a great deal of conflict with their child, and felt their
child was a bit of a disappointment to them. With negative affect so
described it becomes logical that such parents may communicate these
negative feelings to their child. Subsequently, the child may not feel

confident in his/her ability to act on behaviors which stem from
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internal sources therefore reducing the possibility of play behaviors
which are pretense in nature. It is also possible that these children
are more literal in their behaviors in an attempt to please their
parents énd win their praise. These children may not feel comfortable
or confident in acting on their own and thus depend on literal
interpretations to guide their behavior. The psychological needs for
trust and security seem to need to be met before one can transform

reality and begin to pretend.

Childrearing Practices and Children's Levels of Type A Behaviors

It was predicted that parents who emphasized achievement, were
inconsistent, and controlled their children's aggression would be more
likely to have children who displayed a higb level of Type A behaviors.
These hypotheses were not supported.

1. Emphasizing achievement on the childrearing report was

expected to be related to extreme levels of striving to achieve (a Type
A component) among the children. However, the lack of a significant
correlation makes it appear that such an emphasis is not critical in
determining Type A behavior. The items in the achievement subscale
assessed parents' approval of competitiveness and expectations for their
children. Apparently, emphasizing competitiveness and having high
expectations for a child does not significantly influence the child’'s
level of Type A behaviors.

2. Inconsistency and suppression of aggression were not

significantly related to the level of Type A behaviors in this sample of
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children. Such results make it apparent that these two subscales do not
tap dimensions which are vital to influencing Type A behaviors.

3. Rational guidance was expected to be negatively correlated

with Type A behavior. However, it was positively related, i.e. parents
who used rational guidance had children who were high in Type A
behaviors. One of the components of rational guidance, making sure the
child knows that whatever he/she tries is appreciated, may contribute to
motivating the child to try to do more and therefore enable the child to
accomplish more. This might contribute to Type A behaviors in these
children. If parents who use rational guidance do indeed use praise
with their children more often than punishment it may be that such
children attempt more activities in order to receive more praise.
However, the relationships of rational guidance to the subscales which
comprise Type A (competitiveness, impatience and aggression) were weak.
Therefore, it is not clear just how rational guidance is related to

Type A behavior.

Type A Behaviors and Playfulness

It was hypothesized that children's levels of Type A behaviors
would be negatively related to their levels of playfulness. This
hypothesis was not supported. Results indicated a positive correlation
of r = .31, p .0l. This finding is best understood by examining the
various components of Type A as they relate to the subscales of

playfulness.
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The overall level of Type A behaviors was positively related to
high levels of environmental control, use of pretense, and degree of
active involvement. These three components of playfulness highlight the
aspects of play which allow the child to be in control. Children who
are high in Type A behaviors may be more aggressive and therefore more
in control of their environment. In fact, when the Type A subscale of
impatience/aggression was examined in relation to environmental
domination the correlation was positive and significant. Children who
were high in impatience/aggression were also more likely to dominate the
environment (play) rather than be dominated by the environment
(exploration). Impatient and aggressive children seem to be more likely
to take control of a situation rather than to remain passive. It
appears that such children would be aggressive in trying to control
their environment and their impatience would contribute to their
aggressiveness. For this reason, it becomes reasonable that children
high in impatience/aggression will be high in environmental control.

The positive and significant relationship between
impatience/aggression and pretense seems to indicate that aggressive
children will alsc be more likely to assert their own desires, therefore
enabling them to break from literal behaviors and move toward pretense.
Such children also appear more likely to be actively involved in
activities since they display a high leVel of aggressiveness. Children
who were high in impatience/aggression were also low in intrinsic

motivation.
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The components of Type A behavior, impatience/aggression and
competitiveness, seem to be traits which require a ceftain level of
assertiveness. Both imply that the child is decisive in his/her
behavior. The various components of play emphasize the importance of
having individualistic ideas and then acting on them. Being highly
assertive and aggressive would therefore be an asset in demonstrating
one's level of playfulness. Thus, it can be understood why children who

are high in playfulness behaviors are also high in Type A behaviors.

Interrelationships Among Playfulness Subscales

A1l intercorrelations among the playfulness subscales were
positive and significant. Such results indicate that the playfulness
instrument is tapping similar behaviors with its various components.
The most highly correlated subscales appeared to be conceptually related
while modest correlations occurred between subscales which were not as
closely related. One example of conceptually related subscales is
intrinsic motivation and process orientation. The correlation between
these two subscales was high, r=.70, p <.001. This correlation can be
accounted for in that the subscale of intrinsic motivation taps the .
child's ability to initiate and complete activities on his/her own.
Intrinsic motivation requires that the child have an inner source of
gratification in relation to the activities as opposed to being
externally rewarded for the activities. This concept is similar to
being process, not goal, oriented. Process orientation allows the child

to concentrate on the processes involved in an activity rather than on
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the outcomes or goals. If it can be assumed that goals are a form of
external and somewhat tangible rewards, then goals can be viewed as
being external motivators. In light of this, children who have a need
to be motivated externally would tend to be goal-oriented thus allowing
for children with high intrinsic motivation to be more process-oriented
than goal-oriented. The present research supports this hypothesis.
Another example of conceptually related subscales is use of
pretense and play/exploration orientation. The correlation between
these subscales was high. With the coefficient being r=.80, p < .001.
Such a correlation is understandable when the subscales are examined.
Object/environment orientation assesses the child's usual form of
interaction with objects and classifies the behavior as being eijther
dominated by the child or by the object. A child who scores high on
this subscale is more likely to be dominating the object/environment and
therefore more likely to be experiencing play. When a child is
dominated by the environment or object then he/she is not considered in
control and therefore is not experiencing play. When this occurs the
child is thought to be exploring the object and dominated by the
object's limitations. Similarly, the subscale of use of pretense
classifies the child's behaviors as either literal or pretend. Literal
behaviors are those in which the child uses objects as they were
intended to be used whereas pretense occurs when the child invents novel
uses for the objects. The high correlation between use of pretense and
object/environment orientation highlights the similar concept both are

evaluating. It is logical that children who dominate the situation will
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be more likely to move from Titeral behaviors to create pretend ones.
Thesé children would not remain bound by the objects' limitations but
would control the situation by creating and demonstrating pretense
behaviors. Therefore, the high correlation between use of pretense and
object/environment orientation is predictable.

Subscales which were moderately correlated did not seem to be
extremely close in conceptual ideas. An example of this is the
correlation between process orientation and object/environment
orientation. Although this correlation was positive it would be
considered moderate with r=.40, p <.001. This moderate correlation
appears logical since the subscales are assessing conceptually different
aspects of playfulness. Process orientation evaluates whether the
person is process or goal-oriented while object/environment assesses
which is the dominating force in a behavior, the person or the
object/environment. Thus, these two subscales tap differing dimensions

of playfulness and would not be expected to have a high correlation.



CHAPTER VI

Summary, Conclusions, and Recommendations

Summary

The purpose of this study was to assess the relationships among
childrearing practices, children's levels of playfulness and Type A
behaviors. A review of the literature revealed that parenting styles
differ and such differences are correlated with certain characteristics
among children. Parents of 83 children in grades kindergarten, two and
four completed a Q-sort on childrearing behaviors. The children's
teachers completed rating scales for playfulness and Type A behaviors.

Results indicated that there were no differences between males and
females on playfulness or Type A behavior ratings. A difference was
found between the three grades used in the study, with kindergarten
children displaying the highest level of playfulness and second-graders
displaying the lowest level of playfulness. In contrast, it was found
that kindergarten children had the lowest rating of Type A behaviors
while second-graders had the highest. Parenting styles were not found to
differ according to the sex or grade level of the child.

When childrearing behaviors were examined, results indicated that
playful children had parents who used rational guidance, expressed
affect, and were open to experience. Children who were low in play-
fulness had parents who emphasized early training and used control.

When playfulness was analyzed according to specific definitional

71
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criteria it was found that parents who encouraged independence had
children who were high in their use of pretense and free from external
rules. Additionally, results showed that parents who used control and
emphasized early training had children who were more literal in their
play, more extrinsically motivated, and more bound to external rules.
Similarly, parents who worried about their children had children who
were more extrinsically motivated and bound by external rules. It was
also found that parents who used negative affect had children who used
literal rather than pretend behaviors in their play. The use of
rational guidance in parenting was found to be positively related to
children with Type A behaviors. It was found that children who were
high in Type A behaviors displayed a high level of playfulness.
Children high in Type A behaviors were found to be more actively
involved in their play, use pretense more often than literal behaviors,
and have a higher degree of involvement in the activity. A part of Type
A behavior, impatience/aggression, was found to be high in children who

were extrinsically motivated and more prone to play rather than explore.

Conclusions

The present study gives support to the hypothesis that childrearing
practices are related to various child behaviors. More specifically,
children's levels of playfulness are positively related to the parental
techniques of expression of affect, openness to experience, and rational
guidance. In contrast, children's playfulness is negatively influenced

by parents who control and emphasize early training. Parents who use
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rational guidance are more likely to have children who are high in Type

A behaviors whereas children who are high in Type A behaviors are also

more likely to be high in playfulness.

Recommendations for Future Research

1.

Additional information is needed on the playfulness instrument
(Child Behavior Inventory). Studies are now underway to evaluate
inter-rater reliability and criterion validity.

The playfulness instrument needs to be assessed for usefulness with
children in grades one and three. These grades were not included
in the present study but need to be used in further development of
the instrument.

The effect of fathers on children's level of playfulness and Type A

- behaviors needs to be assessed. These data have been collected and

plans are underway for these analyses.

The playfulness instrument should be completed by observers other
than teachers. Suggestions include having the child's playfulness
rated by parents, afterschool caregivers, playground supervisors,
and others who can observe the child in a "playful" setting.

Grade level differences in childrearing were not investigated in
this study. However, plans are underway for analysis of that data.
The influence of teachers on children's playfulness and Type A
behaviors should be studied. Such an investigation should allow
comparisons to be made between influences of teachers and parents

on various behaviors of children.
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Three additional items were added to the Child Behavior Inventory
to provide criteria not included among the six definitions of play.
These included items on humor, positive emotion and an overall
rating on playfulness. The relationship of these variables to
playfulness (CBI) scores was not assessed as part of this study.
However, future analyses are planned to investigate those

relationships.
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Blacksbury, Virginia 24061 - 3299
DEPARTMENT OF FAMILY AND CHILD DEVELOPMENT (703) 9614794 oc 4793

September 26, 1984

Dr. Charles Franklin
Superincendent of Schools
Radford, VA 24141

Dear Dr. Fraaklin:

Parents are among the most influencial teachers a child ever has. Yet,
parents and teachers have many questions about school bYehaviors and child-
rvearing. The School Behaviors Project at Virginia Tech is examining thi
topic.

Parents who agree to participace will be asked to ideccify their child-
vearing practices by sorting cards thac list various behaviors. Each card
will be puc into a pile to tell how characteristic that behavior is of their
own childrearing. Also, the ceacher will be asked to rate how characteriscic
some school behaviors are of the child.

All informacion will be treated confidentially and can be identified only
by a code number. When the project is over, we will share with the parents
and staff che results of the total project.

We are seeking your permission to solfcit cooperacion from the staff and
parents of adford Cicy Zlemencary Schools. We need a final sample of 15 bovys,
and 15 girls at each of chree grade levels (kindergarten, second, and fourth-
grade).

We appreciate you consideration of this requesc.

Sincerely yours,

Cosby S. Rogers, Ph.D.

Aoy J. Moore

th
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COLLEGE OF HUMAN RESOURCES

3  VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY

Bluckshurg, Virginia 24061 - 8299
DEPARTMENT OF FAMILY AND CHILD DEVELOPMENT (703) 9614704 or 479%

Oczober 10, 1985

McHarg School
Radford, VA 24141

Dear Mrs.

As a teacher, you are one of the most {nfluential people in che
lives of children. You help to stimulace, encourage, and shape
their benavior during the school day. Yet, as you well know,

there are many uanansvered quescions concerning children's school
behaviors. The School Behaviors Project ac Virginia Tech is iancer-~
ested in ansvering some of these questions.

We are inviting the kiandergarten, 2ad- and 4ch-grade teachers at
McHarg to participate by vaciang trailts of children whose pareants

. agzTee for their children to be rated. This information will be
ia zhe form of 36 icems which you would rate as characteristic or
uacharacteristic of che child. We expect this to take only a few
ainuctes per child.

The School Behaviors Project is also interested in how the child-
Tearing techniques of parents influence their childrea's school
behaviors. Thus, we will also be asking parencs to complece a
quesctionnsaire on child-rearing practices.

Superintendent Franklin and Mr. Pridgea have approved of chis
project. Howvever, your participacion is scrictly voluntary aad
you should fael a0 adminiscracive pressure to volunceer.

We will be available after school on Tuesday, October l6th, Zo
answver any questions vou zay have and o determine which teachars
wvish to be included.

Sincerely yours,

Cosby S. Rogers
Project Director

Aamy J. Moore
Project Cosordinacor
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COLLEGE OF HUMAN RESOURCES

VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY

Bluckshurg, Vieminia 24061 - R200

DEPARTMENT OF FAMILY AND CHILD DEVELOPMENT (7031 9611704 ne 1°9%

October 22, 1984
Dear Parenc(s):

Pareats are among the most influeatial ceachers a child ever

has. Yet, pareacs and cteachers have many questioas about school
behaviors and childrearing. The School Behaviors Project at
Virginia Tech {3 examiaing chis tople. We invice you to participate.
This 1s a useful project and you are iaportanc to the success of

the scudy.

AS a parent, you wi{ll be asked to {deatify your childrearing
practices by sorting cards that list various behaviors. Each
card i3 puc into a pile to tell how characteriscic that behavior
Ls of your own childrearing. This takes about half an hour. We
hope cthat boch mothers and fachers will participate. Also, che
taacher will ba asked to rate how characcteriscic some school
behaviors are of your child.

All i{oformacion will be tcreated confidentially and can be
idencified only by a code number. %When the project Ls over, we
will share with you the results of che tcocal projecc.

Superiacandenc Franklin aad Principal Pridgen have approved of
this projecct. However, your participation is scricetly voluacary.

Please complece che actached form and recurn 1t in the same
eavelope to vour child's ceacher so chat you may participace.
[f you do aoc wish to participate, please check the last line
$0 that we will «now not co send the cards co you. If you have
any questions, fael free to call us.

Thank you.
Sincerely Jours,

Cosby s Rogers qg
Project Director

[
Amy JP Moore
?rojact Coordinacor
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Virginia Polytechaic Institute and Statée University
Department of Family amd Child Development

Conseac Fora

I have received an explanation of the astudy on childrearing and
school behaviors. 1 agree to complete the questionaaire on
childrearing. T give permission for my child's ceacher to complece
4 questioanaire on his/her school behvaiors.

I underscand that all information from the quastiounaires will be
held in scrict confidence and will have no idenctifiying ianformacion
except aumbers for purposes of coding. [ understand chac [ =may
7ithdrav ay permission at any tiame.

Pareacs’ Name (please priac)

Signature

Name of child

Address

Talephone Number

Who {s willing co participate? Both mocher and facher

Mocher only Facher only (A separace setc of cards
will be sant to each parenc.)

I do aot wish to participace.
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COLLEGE OF HUMAN RESOURCES

VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY

Blacksburg, Virginia 24061 - 8299
DEPARTMENT OF FAMILY AND CHILD DEVELOPMENT (703) 9614794 or 4799

Jear larent{s}:

Dacentl, we $antT Ou a leTTer asout the 3cihool Seraviors Froject. Unlorsurazely,
we tave =0T neard rom vou., IS oy mave any guastioas concermin, She :tuly rlease
feal free =o call w3, It iz impor<ant thas we ear woether o oL yOouU choose O

narticizate.

of

Zl2ase conpLlate o2 atTacned JIrT oand TeTuUrn O04QPTeW O our child's <eacrer.,
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COLLEGE OF HUMAN RESQURCES

VIRGINIA POLYTECHNIC INSTITUTE AND STATE UNIVERSITY

Blacksburg, Virginia 24061 - 8299
DEPARTMENT OF FAMILY AND CHILD DEVELOPMENT (703) 9614794 ue 4793

Dear Parent(s):

~® are nappy that you are aole to par<icizate in the Sciwol 3shaviors Project.
inclosed are the directions for sorting the cnildrearing rds. ?lease reac
the instructions carsm}.lz. Also, pl=ase completa the attachned form and
return with the cards in their envelopes to your cnild's teacher.

Please call one of us if ryou nrave any juestions.
Sincerely yours,

- —
]

Cosby 59 Rogars
?roject Direcwor

o v
Aay J. loore

?ro ject Coordirator
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BACKGROUND IMNFORMATION

Wwrat is jouwr surrent mari%al status? what is your race or etanic jroup?
—— {1) Marrieg —_ (1) nize

—— \2) 3ingle — (2) Elack

— (3) Jivorced and single —— (3) Oriental

— (4) Divorced and remarried - (4) Other: Slease Specifly
- (S) Yicowed and sirgle

—— (8) Wicowed and remarried

— (7) Separatasd

“hat is your religious preference?

“hat i3 your age <ocay?

If you nave dDeen employed (or still are employed) wrat is your most comson
occupation?

fdow TNy "Ours per week <o you work?

shat i3 your heizat?

“hat is your veignt?

“ay we rave permission W obtaia your crild’'s heizht and eizht Srom sciool

fealth records? v ..
‘es lio

e ——
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T At e me mem mg -

IUSTRUCIC ! —-.“ b-‘ud.n-_ﬂ-—knld V‘..dv

R T P A et

we would like o kn
TeTrnds you used {n
0w in the elenantary

Inotrying w3
w2t was
faising rour ch
sThool. You are

seT of cards i in o : 354 5 US cniliren,

cards are w de used by

Tre 307 cards are o te uses oy MOTHEZAS; %tne GRZI:
XT3

I7 rour cnil s only one parent, or if the other »arent s rot
ailacle, please tzi:e :he Zrpropriacte set of cards (wihite or gTeen) and compliese
e tasx joursell, I rarents are 2vailable, please do the <ask senarztel
and ¢0 mot dissuss <the scard ;lacenents with your srouse. After you have each
=rleted the task on your own, then you ray find it interestin: wo discuss <n
sor ..s. but please don't ¢crangs vour sorts after this discussion. I+ is very
-:'.::o“'*:'.’. that we firmd out tne real di {Tererces, as well 235 the si milarities,
Setweer rothers and fatness in their ¢nilders Ting attitudes ans perzvicr.

caras. Zacnh card contains 3 sentence azving
e sentences will Se true gor ds cri"'ve of your

ing. o thes e des
TTitides and benaviar in lazion o mu: child., Scme gantences will ze untrue
3r undeseriztive of vour Jeelings ans benavior touarc shis eallld, I sorwinaz
Ta2se cards accoriing o the in :.-'..c.:.o..- celow, you will te atls %o 3hsw new
dessrigtivvze or unceseriztive each o th2ce sentences i Ior ou.

Together wish the earss ¥OuU fave recievey 7 envelores, with %he ol lowing labels:
These czarss are most descr iptive.

These cards are quizte cescriptive.

These card Te Iairly descriptive.

These cards are neither deseriptive nor undescriptive,

These cards are fairly uncdescriptive.

These cargds are quite uncdescriptive,

These caric zre most indescriztive,

.

Ll U S I T JRN)
.

$ 0 choose 13 cards that fis irts each of these cate,ories and T nus
Seir proger envelopes.

Jow %o Sort the Cards (You mar .isa to checi: oIl each zter as :ou complece ic)

i. She Whits cards and shuffle thes 2 sis fires,
the ,:-eer. cards ani shuffle them a pit Sirse,

2. Find a large cleared suriace , lie a ‘.-q‘.tchen t2atle or cesk, and spreac
out the enveloses iz a row, going fronm 7 %0 L (lost Descriptive <o
Jost Undeseriztive):

7 <] H 4 3 2 1

3. low take the shuflfled deck of cards, ancé read eacn sente..ce carefully
Thern magke thirse siles of cardse: one sile contai: ning cards that are
senerally true or descriptive of ou; one pila & .at you're not cer=ain
adout, ani one riie 0 sarcs tra< are enerally 20% true or descriptive,

I3 doesn't maie any diZference how many caris you zut iz esch oF she
three zilas as %=iz <Sine, since you'll :rc ctacly nave o o some guwi sehing
aTouns laser. 3ut ou T2y fing it helpful if each sile containms abeut
She sats nuTzer of caris.

W your cards and envelstes looxk 1ike cthis:

7 3 3 3 3 2 i (envelcpes;
"seserineive” "ot Sure” " ndescriptive” {caris)
lardz larss Car<s



n

o

[0

0

SnrLs

S6

he i
™St 2

~

Lniseseriztive”

rzive of :ou.

8w, &S 2 lasT
U ant o Tack

nvelopes 4o

on

=
2 ;Oou fave
reloze 2ra
envelesze Ior

L soczeraction.

0 see
Leion:
13 caris

-
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11.

12.

13.

14,

16.

17.

18.
19.

20.
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The Child-rearing Practices Report
I respect my child's opinion and encourage him to express them.
I encourage my child always to do his best.
I put the wishes of my mate before the wishes of my child.
I help my child when he is being teased by his friends.
I often feel angry with my child.

If my child gets into trouble, I expect him to handle the problem
mostly by himself.

I punish my child by putting him off somewhere by himself for
a while.

I watch closely what my child eats and when he eats.

I don't think young children of different sexes should be allowed
to see each other naked.

I wish my spouse were more interested in our children.

I feel a child should be given comfort and understanding when
he is scared or upset.

I try to keep my child away from children or families who have
different ideas or values from our own.

I try to stop my child from playing rough games or doing things
where he might get hurt.

I believe physical punishment to be the best way of disciplining.
I believe that a child should be seen and not heard.
I sometimes forget the promises I have made to my child.

I think it is good practice for a child to perform in front of
others.,

I express affection by hugging, kissing, and holding my child.
I find some of my greatest satisfactions in my child.

I prefer that my child not try things if there is a chance he
will fail.



21,

22.

23.

24,

25.
26.
27.

28.

29.

30.

31.
32,
33.
34.
35.
36.
37.
38.

39.

40.

41.

42.
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I encourage my child to wonder and think about life.

I usually take into account my child's preferences in making
plans for the family.

I wish my child did not have to grow up so fast.

I feel a child should have time to think, daydream, and even loaf
sometimes.

I find it difficult to punish my child.
I let my child make many decisions for himself.
I do not allow my child to say bad things about his teacher.

I worry about the bad and sad things that can happen to a child
as he grows up.

I teach my child that in one way or another punishment will find

him when he is bad.

I do not blame my child for whatever happens if others ask for
trouble,

I do not allow my child to get angry with me.

I feel my child is a bit of a disappointment to me,

I expect a great deal of my child.

I am easy going and relaxed with my child.

I give up some of my own interests because of my child.

I tend to spoil my child.

I have never caught my child lying.

I talk it over and reason with my child when he misbehaves.

I trust my child to behave as he should, even when I am not with
him.

I joke and play with my child.
I give my child a good many duties and family responsibilities.

My child and I have warm, intimate times together.
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44,

45.

46.

47.

48.

49.

50.

51.

52.

53.
54.
55.
56.
57.
58.

59.

60.

61.
62.

63.
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I have strict, well-established rules for my child.

I think one has to let a child take many chances as he grows up
and tries new things.

I encourage my child to be curious, to explore and question
things.

T sometimes talk about supernatural forces and beings in explain-
ing things to my child.

I expect my child to be grateful and appreciate all the advan-
tages he has.

I sometimes feel that I am too involved with my child.
I believe in toilet training a child as soon as possible.
I threaten punishment more often than I actually give it.

I believe in praising a child when he is good and think it gets
better results than punishing him when he is bad.

I make sure my child knows that I appreciate what he tries or
accomplishes.

I encourage my child to talk about his troubles.

I believe children should not have secrets from their parents.
I teach my child to keep control of his feelings at all times.
I try to keep my child from fighting.

I dread answering my child's questions about sex.

When I am angry with my child, I let him know it.

I think a child should be encouraged to do things better than
others.

I punish my child by taking away a privilege he otherwise would
have had.

I give my child extra privileges when he behaves well.
I enjoy having the house full of children.

I believe that too much affection and tenderness can harm or
weaken a child.
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64. I believe that scolding and criticism makes my child improve.

65. I believe my child should be aware of how much I sacrifice for
him.

66. I sometimes tease and make fun of my child.

67. I teach my child that he is responsible for what happens to him.
68. I worry about the health of my child.

69. There is a good deal of conflict between my child and me.

70. I do not allow my child to question my decisions.

71. I feel that it is good for a child to play competitive games.
72. I like to have some time for myself, away from my child.

73. I let my child know how ashamed and disappointed I am when he
misbehaves.,

74, I want my child to make a good impression on others.
75. 1 encourage my child to be independent of me.
76. I make sure I know where my child is and what he is doing.

77. I find it interesting and educational to be with my child for
long periods.

78. I think a child should be weaned from the breast or bottle as
soon as possible.

79. I instruct my child not to get dirty while he is playing.

80. I don't go out if I have to leave my child with a stranger.

8l. I think jealousy and quarreling between brothers and sisters
should be punished.

82. I think children must learn early not to cry.

83. I control my child by warning him about the bad things that can
happen to him.

84, I think it is best if the mother, rather than the father, is the
one with the most authority over the children.




85.

86.

87.

88.

89.

90.

91.
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I don't want my child to be looked upon as different from
others.

I don't think children should be given sexual information before
they can understand everything.

I believe it is very important for a child to play outside and
get plenty of fresh air.

I get pleasure from seeing my child eating well and enjoying

‘his food.

I don't allow my child to tease or play tricks on others,

I think it is wrong to insist that young boys and girls have
different kinds of toys and play differents sorts of games.

I believe it is unwise to let children play a lot by themselves
without supervision from grown-ups.
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Child-rearing Practices Report Items Grouped by Subscales

Sybsca]e ! Encouragement of Independence

Number
[tem on Scale
[ respect my child's opinions and encourage him to
express them. 1
I usually take into account my child's preferences in
making plans for the family. 22
I encourage my child to be independent of me. 75
If my child gets into trouble, I expect him to handle
the problem mostly by himself. 6
I let my child make many decisions for himself. 26
[ teach my child that he is responsible for what
happens to him. 67
I give my child a good many duties and family
responsibilities. 41
Subscale II Control
Number
Item on Scale
I have strict, well-established rules for my child. 43
I believe children should not have secrets from their
parents. 54
I believe that scolding and criticism makes my child
improve. 64
[ believe that a child should be seen and not heard. 15
I do not allow my child to say bad things about his
teacher, 27
[ believe physical punishment to be the best way of
disciplining. 14
I teach my child to keep control of his feelings at
all times. 55
I do not allow my child to question my decisions. 70
I do not ailow my child to get angry with me. 31
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Subscale I1I Worry about Child

. Number
[tem on Scale
I worry about the bad and sad things that can happen
to a child as he grows up. 28
I worry about the health of my child. 68
Subscale IV Suppression of Aggression
Number
[tem on Scale
I try to keep my child from fighting. 56
I don't allow my child to tease or play tricks on others. 89
I help my child when he is being teased by his friends. 4
Subscale V Enjoyment of Child
Number
[tem on Scale
[ enjoy having the house full of chidlren. 62
I find some of my greatest satisfactions in my child. 19
I find it interesting and educational to be with my
child for long periods. 77
Subscale VI Emphasis on Early Training
Number
I[tem on Scale
[ believe in toilet training a child as soon as possible. 49
I think a child should be weaned from the breast or
bottle as soon as possible. 78
[ think children must learn early not to cry. 82
Subscale VII Negative Affect
Number
Item on Scale
[ often feel angry with my child. 5
There is a good deal of conflict between my child and me. 69
[ feel my child is a bit of a disappointment to me. 32
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Subscale VIII tmphasis on Achievement
Number
[tem on Scale
[ want my child to make a good impression on others. 74
I encourage my child always to do his best. 2
I think it is good practice for a child to perform in
front of others. 17
I expect a great deal of my child. 33
I think a child should be encouraged to do things
better than others. 59
I feel it is good for a child to play competitive games. 71
Subscale IX Expression of Affect
Number
[tem on Scale
When I am angry with my child, I let him know it. 58
I am easy going and relaxed with my child. 34
[ joke and play with my child. 40
My child and I have warm, intimate times together. 42
[ express affection by hugging, kissing, and holding
my child. 18
I feel a child should be given comfort and understanding
when he is scared or upset. 11
Subscale X Openness to Experience
Number
[tem on Scale
I feel a child should have time to think, daydream,
and even loaf sometime. 24
I encourage my child to wonder and think about life. 21
I encourage my child to talk about his troubles. 53

I encourage my child to be curious, to explore and
question things. 45
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Subscale XI Protectiveness
Number
Item on Scale
I prefer that my child not try things if there is a
chance he will fail. 20
[ try to keep my child away from children of families '
who have different ideas or values from our own. 12
I try to stop my child from playing rough games or
doing things where he might get hurt. 13
I think one has to let a child take many chances as he
grows up and tries new things.* 44
Subscale XII Supervision
Number
Item on Scale
I make sure I know where my child is and what he is doing. 76
I believe it is unwise to let children play a lot by
themselves without supervision from grownups. 91
Subscale XIII Inconsistency
Number
Item on Scale
[ sometimes forget the promises I have made to my child. 16
I threaten punishment more often than I actually give it. 50
Subscale XIV Rational Guidance
Number
[tem on Scale
I make sure my child knows that I appreciate what he
tries or accomplishes. 52
I believe in praising a child when he is good and think
it gets better results than punishing him when he is bad. 51
I talk it over and reason with my child when he misbehaves. 38

* Item is reflected.
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PLEASE RATE HOW CHARACTERISTIC EACH ITEM IS OF THIS CHLILD AND CIRCLE THE
APPROPRIATE MUMBER. A "1" IS YERY UNCHARACTERISTIC AND A "S" IS VERY

CHARACTERISTIC.
Very Very
Uocharactariscic Characteristic

1. Vhen chis child plays games, he/ 1 2 3 4 S

she is competitive.
2. This child works quickly and

energetically rather than slowly

and delidberately. 1 2 3 4 5
3. then this child has to wvait for

others, he/she becomes impatient. 1 2 3 4 ]
4. This child does things in a hurry. 1 2 3 4 b
5. It takas a lot to get this child

angry at his/her peers. 1 2 3 4 5
§. This child interrupts others. 1 2 3 4 5
7. This child is & leader in various

activities. 1 2 3 4 5
8. This child gets irritated eagily. 1 2 3 4 5
9. He/sha seems to perform better than

usual vhen competing againsc others. 1 2 3 4 5
10. This child likes to argue or debaca. 1 2 3 4 5
11. This child {s patient when vorking

vizth children slower than he/she is. 1 2 3 4 5
12. When working or playing, he/she trias

to do becter than ocher children. 1 2 3 4 5
13. This child can siz still long. 1 2 3 4 S
14, It is important to this child to vin,

rather than to have fun in games or

schoolwork. 1 2 3 4 5
15. Other childrem look to chis child

for leadership. 1 2 3 4 5
16. This child is competitive. 1 2 3 4 b}

17. This child cends to get inco fighcs. 1 2 3 4 5
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School 3enaviors Inventory

3elow are some statements describing some child behaviors. Please rate each itec bv
ircling a nuaber on the continuum, with "1" being Verv Uncharacteriscic and "S5 peing Very

Cnaracceristic as zhey percain to .

Very Very
Uncharacterisciz Characteriscic

1. Always has ideas of things tu do. 1 2 3 4 5
I. Uses props in typical rather than unusual wavs. 1 2 3 4 3

Once goal is achieved, scops plaving with the object/material. 1 2 3 [ 5
+. EZxplores different wavs tu acccmplish the same 2nd. 1 2 3 4 5
3. Needs reinforcement to continue activities. 1 3 4 3.
5. Invents new zanmes. 1 2 3 - 5
7. Asks manv guescions about whaz to do. 1 3 4 3
3. Seeks approval frequenciv. 1 2 3 - 3
3. Uses thincs 2is/her owm wav. N 2 3 B S
3. Looks to czhers o tell himinar what o do. 1 2 3 - b
1. Iajovs learning new skills. i 2 3 - 5
12. Works wel! on nis/sher own. i 2 3 - 3
13, EZnjoys doing things even when there's no dursose. 1 N 3 < 3
l-. Has fun doing things without worrving how well chev zurm out. 1 2 3 4 5
3. Gezs so iavolved in acrivity that it is hard to zac him/her

o quic. 1 2 3 - S
io. Starzs activities Ifor his,her oum enjovmen:. M 2 ) 4 F)
i7. Pretends a iot. H 2 3 s 3
3. Cses tovs:/chjects oniv ia tne waw they ware designed to be

used. L 2 3 s 3
%, Plavs eageriv. 1 N 3 - 5
27, Plavs intently. H 2 3 + 5
11. lnvents variations on stories such as different endings or

new charac:cers. i 2z 3 s 5
2. Displays exuberance much of the time. 1 2 3 - 5
23. Rearrange situations o0 come up with novel ones. 1 2 3 4 3
-+. Once the child has been shown how to do something, he/she

<reates nis/her own wav. 1 2 3 4 5
15. Has a sense of humor. 1 2 3 4 5
i8.  [s imaginazive. i 2 3l L b
7. Uses tovs/objects in unusual wavs. 1 2 3 4 5
I8, Finds unusual things to do with common objects. 1 2 3 < 5
292. identifies with manv czharacters instead of slaving the same

role over again. 1 2 3 - 3
30. Gets so involved in 4n activiev that he/she tforeers what

is going on in the room. 1 2 3 B 5
51, Is a plavful chiid. 1 2 3 4 5
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SCEOLARS' SUGGESTIONS FOR PLAYFULNESS SCALE ITEMS

Subscale 1l: Motivaciomal Source: 1Is the child iacrinsically or
extrinsically aocivated?

Example: Neads lots of reiaforcement from ochers.

Your suggestions:

Subscale 2: Goal Oriemtation: I3 the child process or goal oriencad?
Example: Gets Zfruscraced whean things dom': work out rignt.

Your Suggescions:
L.

"~

Subscale 3: Object/Eavironmeantc Orieantation: Does the child dominate
the play sicuacion (play) or remain bound Sy enviroameazal
stimuli? Is chere more exploration or more play?

Your Suggestioas:

1
-

2.
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A

Subscale 4%: Relation to instrumencal behaviors: Are che child's
activicies liceral or i{s there a teadency to transform
realicy cthrough pretense?

Your Suggestions:

1.

2.

3.

Subscale 5: Rule Orientacion: Is the child tightly Sound to axternal
rules?

Your Suggestions:

1.

2
-

3.

Subscale §: Degree of Iavolvement: 1Is the child actively engaged in
activities?

Your Suggescioas:

1.

2,

3.

Addicional Comments:
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I hereby zive permission for my suggestioas to be used for the
developmeac of an initial icem pool for a Playfulness Ratcing Scale.

Signature

Do you wish to ramain anonymous if any refereace co these itams is
2ade in a publicacion or public presentaction? Please check one.

No Tes
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Rater

PLAYFULNESS SCALE: SCHOLARS' RATING OF CONTENT

VALIDITY

This scale is designed to allow you to assess the content validity of
items for a playfulaess rating scale. When compleced, the Playful-
ness Scale could be used by teachers in kindergarden through fourth
grade to race playful behaviors of childrea in their classes.

The forms in this booklet show a copy of the scale as iz will be
oresented to teachers. The teacher's response choices are to the right
of a2ach item. Do not complete that area.

To the left of each i{rem is a space for you to rate how well chat ftem
neasures the concept conveyed by the subscale in which it has been
placed. For definitional criteria, see che Rubin, Fein and Vandenberg
(1983) reviaw on play. The direction of the itam (positive or negative)
has been denoted by a "+" or "-" {n parentheses.

Please rate all of the items. If you wish to comment on any quastions
or qualify your answers, pleasa feel free to use the space in the
marging or on the back. Your comments will be read and taken into
account.

Thank you for your help.
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Is there anything else you would like to tell us about rating
playfuloess? If so, please use this space for that purpose.

Also, any comments you wish to make which vou think may bSe helpful in
Suture afforts o study plavfulness will be appreciaced, either here
or in a separate lecter.

Your concributicm to this effort is greatly appreciated. If vou
would Like a copy of the Iinal scale, please check the space below.
we will see that you receive a copy.
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