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CHAPTER 1 

INTRODUCTION 

Background of the Problem 

Beliefs about the nature of children and the appropri

ate procedures for raising them differ greatly from one 

culture to another at any given period of time. Even with

in a given culture beliefs change markedly over time 

(Henderson, 1976). 

Culture, like many concepts used in the social sciences, 

has both a popular and a scientific meaning. In the popular 

sense a cultured person is one who has cultivated tastes 

(Henderson, 1976). A person who has cultivated a taste for 

the opera or the symphony may be thought of by some people 

as "having a culture." That is not at all what the social 

scientists mean when they use the term culture. 

The term culture was first used by nineteeth-century 

anthropologists to refer to all human customs (Keesing, 

1958). Sapir (1949) said that culture is a conception that 

tries to embrace nin a single term those general attitudes, 

views of life, and specific manifestations of civilization 

that give a particular people its distinctive place in the 
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world.'' Culture is also seen as providing what the child 

needs for survival in the world and as the provider of 

adequate tools for development (Fishman, 1978). 

Culture may also be defined as a system of shared 

technological , social, ideological, aestheti c and atti tudi

nal products of human learning. It consists of beliefs, 

cognit ive styles, language, laws, customs, and other mate

rial and non-material achievements of a group of people 

(Pai, 1978; Morris, 1978; Burguer, 1966). It is a symbolic 

process that assigns meaning to objects, events and acts, 

as well as understanding and appreciation of such meanings. 

The habits, products, and capabilities that constitute 

culture do not come from an individual's own creative activi

ties, rather they are the legacy from the past . They a r e 

conveyed through formal or informal education (Lowie, 1937; 

Tylor, 1958; Levine, 1973). 

Defining culture is not an easy task, ~roebe r and 

Kluckhon (1952) found over 160 different definit ions of 

culture in the literature. Most of the definit ions seem 

to converge on the idea that culture is composed of pat

terns of behavior which are characteristic of a particular 

group of people (Kroeber & Kluckhon, 1952). 

In a sense, then, it is possible to speak of a culture 

of the United States of America, in spite of the diversi ty 
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of groups and individuals in America. At another level one 

can refer to the culture of a particular ethnic group with

in the larger culture. The culture of the Mexican Ameri 

cans in the Southwest as an ethnic group differs f r om both 

their Anglo- and their native-American neighbors as pro

bably would be the same for any other Hispanic group; 

Puerto Ricans, Cubans, and Venezuelans, from their homeland 

culture. What constitutes the difference s? What consti

tutes their similarities? Since formal education is itself 

a cultural invention , these concerns appear to have a di

rect r elation to schooling for the Hispanic children. Are 

school s using the culture and traditions from different 

ethnic groups to enhance and facilitate the learning pro

ces s for these groups? 

Statement of the Problem 

This study focused on the central hypothesis: Do four 

Hispanic groups differ on the information col lected on 

o ral traditions , socia l traditions, education, play, and 

television habits? 

Factors considered for investigation were limited to 

those parents who could communicate verbally in an interview. 

To maximize the cultural aspect and minimize the "educa

tional " force, parents with children without schooling 
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were preferred as subjects. Because of the difficulty of 

finding Spanish-speaking groups of parents, selection of 

parents with children with some schooling within the same 

groups had to be done. Selection of parents with children 

also represented a problem, but for this study the children's 

ages ran from newborn infants to sixty months old. 

The following questions were derived for investiga

tion: 

1. Are there common factors in all the groups? 

2. Which types of language activities are developed 

in the home of the Hispanic families related to their cul

tural heritage? 

3. What do parents seem to do differently from one 

ethnic group to another? 

a. Do they emphasize the acquisition of the 

second language as the most important thing 

to be done? 

b. Do they stress "school" activities such as 

reading, writing, cutting, painting, and 

drawing? 

c. Do they read to their children? 

d. Do they emphasize talking? singing? 

dancing? 
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4. What types of games do they play? 

5. Do socio-economic levels seem to affect cultural 

traditions? 

Significance of the Problem 

Hispanics represent 12 million of the population of 

the United States (HEW Fall-Civil Rights Survey 1978-79). 

Within the United States there are millions of children who 

speak no English or who speak only limited English. The 

United States of America is a country that was founded as 

an "autonomous federation of linguistic nationalism" 

(Anderson & Boyer, 1978), that at the time of colonization 

did not have any intention to force speakers of other 

languages to replace their native tongues with English. 

Multilingualism was natural, "non-English and bilingual 

institutions were, more often than not, the rule" (Faust, 

1969; Kloss, 1970; Jorgensen, 1956; Fishman, 1966). 

But World War I put an end to the practice of pro

moting the use of ethnic languages in public education. 

The need to consolidate the nation's territorial gains 

and solidify its political processes seems to have played 

an important role in this drive towards cultural and 

linguistic homogeneity. 
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Leibowitz (1971) has hypothesized: 

From a central government's standpoint, a 
common language forges a similarity of at
titude and values which can have important 
unifying aspects, while different languages 
tend to divide and make direction from 
center more difficult. 

Further analysis of the record indicates 
that official acceptance or rejection of 
bilingualism in American schools is depen
dent upon whether the group involved is 
considered politically or/and socially 
acceptable. The decisions to impose 
English as the exclusive language of 
instruction in the schools have reflected 
the popular attitudes toward the particular 
ethnic group and the degree of hostility 
evidenced toward that group's natural 
development. If the group is in some way 
(usually because of color, race, or 
religion) viewed as irre concilably alien 
to the prevailing concept of American cul
ture, the United States has imposed harsh 
restrictions on its language practices; 
if not so viewed, study in the native lan
guage has gone largely unquestioned or even 
e ncouraged. (p. 27) 

Dur i ng the 60's a new approach to education arr i ved . 

The War o n Poverty opened a new vision of education. The 

Civil Rights Act provided new opportunities for minori ty 

groups . Emphasis on intercultural acceptance among all 

groups was the "concept for educators who (were) interested 

in t h e r e lations between various racial and ethnic groups 

in Ame rica'' (Havighurst, 1978, p. 1). 

On January 2, 1968, the public law 90-247, which in

cluded Bilingual Education Programs or Title VII, was 
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approved. The law, commonly known as Bilingual Education 

Act (BEA), was the recognition of the special education 

needs of the large numbers of children of limited English

speaking ability in the United States (HEW, 1977). 

Bilingualism, biculturalism, multilingualism is a 

reality in the United States of America. According to the 

United States census estimates, there are approximately 12 

million Hispanics, (19 million if illegal aliens are 

counted) (Pierce, 1979), of which Mexican-Americans, Puerto 

Ricans and Cuban-American constitute 80 percent. The re

maining 20 percent list Central America, South America, 

and other Spanish-speaking countries as place of origin 

(Meyer, 1977) . 

Today ,the percentage of Hispanics is increasing 

enormously, especially in Texas, after U.S. District Judge 

Woodrow Seals ruled on July 21, 1980, that the state of 

Texas may not deny free public education to undocumented 

alien children (Forum, 1980) . 

All these data indicate that Hispanics in the United 

States must be considered in the planning of children's 

services. The high percentage of Hispanic children in the 

population makes Hispanics a high priority group for ser

vices (Delgado , 1980). 
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A great deal of research has been undertaken within 

the schools among bilingual children, but relatively little 

has been done for the young pre-school bilingual child or 

on bilingual childrearing practices. Hispanic families 

often have value systems that are substantially different 

from each other and from those of Anglo families (Arce & 

Torres Matrullo, 1978; Scapocznik, Scopetta & Aranalde, 

1978). The importance of culture in child development is 

widely recognized in the human services field (Delgado, 

1980), and cultural awareness has led to intensive teacher 

training (Vincent, 1978), but studies of culture within the 

bilingual preschool children are few. 

This study can provide or contribute additional in

formation to current knowledge concerning culture aware

ness in the pre-school years that may assist educational 

planners to provide a better educational foundation for 

Spanish-speaking ch~ldren. 

Another aspect of the present study is an attempt to 

clarify any relationships between home environment and cul

tural factors within the four different ethnic groups. 

Procedure 

Subjects 

Eighty-five parents from each of four different ethnic 

Hispanic groups: 25 Mexican-Americans, 23 Puerto Ricans, 20 

Cubans, 17 Venezuelans, were selected. 
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The parents had to have children ranging in ages from 

newborn infants to 60 months old. Participants lived in 

urban, suburban, and rural areas. Parents agreed to parti

cipate in the present study by signing and returning a con

sent form. 

Data Collection 

Interviews: Each of the mothers of the children was 

visited to conduct a structured interview which consisted 

of questions designed to obtain or identify cultural traits 

and traditions used in the home. Both child and parent, 

both parents and extended family, if available, partici

pated in the interview. Each interview required 45 to 60 

minutes to complete. 

Instrument 

An interview instrument was developed to gather in

formation relevant to the study. The interview instrument 

was developed by the investigator from different instruments 

formulated by Durkin (1970) and Smith (1978). The interview 

instrument was pilot-tested with 22 families in Puerto Rico, 

revised and pilot-tested again . Then a Spanish version was 

devised and pilot-tested so that the instrument would be 

available in both English and Spanish. (See Appendix A.) 
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Assumptions 

The following assumptions guided the investigation: 

1. Cultural traits or traditions in the Hispanic 

groups may be identified in order to facilitate early 

school ing . 

2. Cultural factors will influence the development of 

language and concepts about print in their native language. 

3. Different educational backgrounds . contribute to dif

ferences in oral traditions even within the same ethnic group . 

4. Every ethnic group has a rich oral tradition, which 

includes games, stories, and songs. 

5. Cultural traditions convey attitudes and values ap

proved by the adults of a specific ethnic group. 

Limitations of the Study 

This research was limited to: 

(1) 85 parents of children whose ages ranged from new-

born infant to 60 months old, 

(2) parents from four different ethnic groups; Cuban, 

Puerto Rican, Mexican, and Venezuelan, living in rural, urban , 

and suburban communities, 

(3) the information collected with an interview tech-

nique, 

(4) cultural groups who had different lengths of stay 

in the United States. 
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Definitions of Terms 

For the purpose of this study the definitions for the 

following words were used: 

Culture: specific manifestations of beliefs, language, 

customs, values and pattern of behavior which characterize 

a particular group of people and give its unique place in 

the world. 

Ethnic group: a specific way of life of a group of 

people who share common beliefs, language, customs and 

rules of appropriate behavior. 

Traditions: pattern of behavior, customs, values and 

beliefs which are passed on by their ancestors. 

Traits: patterns of behavior developed and carried 

on by the family in their own settings. 

Puerto Rican: a person born in Puerto Rico, the 

smallest island of the Great Antilles in the Caribbean Sea. 

Mexican: a person born and raised in Mexico. 

Mexican American: a person born in the United States 

whose ancestors were born in Mexico. 

Venezuelan: a person born and raised in Venezuela, 

one of the northern countries in South America. 

Cuban: a person born and raised in Cuba, or of 

ancestors who were born in Cuba, the largest island of the 

Great Antilles in the Caribbean Sea. 



CHAPTER 2 

THEORETICAL AND RESEARCH LITERATURE 

This study was designed to investigate cultural tradi

tion s among four Hispanic groups. These traditions were nar 

rowe d to five areas: oral tradition, social tradition, educa

ti on , play and television habits, carried on by parents of 

child ren whose ages ranged from newborn to 60 months. Even 

though much has been done in the area of bilingualism, the 

investigator found it difficult to locate studies that com

pared Hispanic groups in the five areas mentioned above. 

Fu rthermore, the few studies related to culture were done 

with children after they entered school and none of them with 

Venez u elan children. 

Th e fi r st part of this chapter will give a concep t of 

culture, t he people and their social structures. Next, a 

review of t h e related research and theoretical literature 

which focus o n the following topics will be discussed: ora l 

traditi ons , soc ial traditions, education, play and televi s ion 

habits . 

The Conc~t of Culture 

A c oncept of culture that is applicable to all socio

cultural systems, primitive and civilized, · is necessarily 

12 
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very broad and general. Culture in the abstract consists 

of socially transmitted or learned ideas, attitudes, traits 

of overt behavior, and suprapersonal institutions 

(Steward, et al., 1956). The totality of these features 

is generally conceived to have an over-all unity which is 

generally expressed in cultural terms as functional 

integration within a basic pattern or configuration, but 

which may also be expressed in psychological terms as 

integration within a basic personality type. The cultural 

method, therefore, is broadly holistic in that it analyzes 

all modes of individual behavior and all supra-individual 

insti tutions in relationship with one another (White, 1975; 

Vermeersch, 1977). 

As a comparative science, anthropology has tradition

ally been concerned with contrasts to the extent of plac 

ing primary emphasis upon the uniqueness of each cultural 

tradition. But more complex sociocultural systems such 

as modern nations are not dealt with so easily . The sub

cultural groups such as the ethnic minorities, occupa

tional classes, and similar ones, may need to be studied 

different ly. There is a need in the cultural sci e nces t o 

distinguish sublevels of organization and to recognize 

that each sublevel differs from the others not only 

quantitatively, in having greater complexity but 
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qualitatively in having new forms and distinctive principles 

of organization (Zopf, 1980; Bernardi, 1977). 

The four groups analyzed in the present study have 

features of a common cultural heritage: Puerto Rico, Cuba, 

Mexico and Venezuela share a substantial Hispanic heritage 

with all other Latin American nations. Certain features 

of this heritage are commonly adduced as evidence of its 

vitality and importance; the Spanish language, a double 

standard and male dominance in the family, ritual kinship, 

the town plaza, Catholicism, cockfighting, Spanish styles 

in music, literature, art and architecture, emphasis upon 

spiritual and human, rather than commercial values, 

interest in poetry, literature, music, rather than science 

and industry, and emphasis upon hospitality and inter

personal relations rather than upon competitive individua

lism (Brameld, 1959; Johnson, 1980; Hauberg, 1974). 

These components of the Hispanic heritage, however, 

are of different order, and not all of them are equally 

represented among the different groups. In large measure, 

a list of national characteristics of the Spanish heritage 

consists of secondary features carried at a folk, com-

munity, or class level (Steward , et al., 1956). Margaret 

Mead (1953), has definitively and importantly modified the 

general accepted approach to national character in stating 
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that 1'the discrimination of personality in national t erms 

is but an expediency dictated by international crises and 

that the proper level of investigation of cultural per

sonality is the subcultural group 11 (p. 643) D 

Interest in the cultural personality of nations -

"national character 11 or 1'personali ty in relation t o na

tionality " - received a tremendous stimulu s dur ing and 

after World War II when it was recognized that a n under

standing of the behavior of people of foreign nations was 

essenti al to successful international relations (Steward, 

et al., 1956). The concept of national character .impl ies 

that all members of a nation share atti t udes, motivati ons 

and responses that result from a common core of shared 

cultural characteristics and experiences (Johnson, 1980; 

Me yer Rogg, 1974). But we have to realize that one never 

actually II sees 11 a culture . All that is visible are some 

of its products. One cannot see i ts history nor its fu

ture (White, 1976). Yet what has already happened a nd 

what people hope, or expect, will happen, are both essen

tial to the present c ulture. Similarly one cannot liter

ally see the attitudes and feelings of people. At best, 

one can approach somewhere near these attitudes through 

symbolic media such as music, words, literature (Kiefer , 

1974). These a re part of cultural experiences. For 
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culture "embraces the total environment that man has in any 

way affected" (Brameld, 1959). 

This study is concerned with parts of the whole of 

four cultures, with customs, beliefs, events, achieve-

ments and goals. The members of a cultural group hold many 

beliefs about which they may not have expressed in these 

terms but which are nevertheless implicit in their at

titudes, customs and practices. These beliefs may be called 

metacultural, _ that is beneath or beyond the level of their 

overt behavior, explicit, formal language of behavior 

(Brameld, 1959). The investigator believes that this con-

stitutes the inherent philosophy of life of the people. 

In order to undertake this task, we must first have 

a framework of essential facts from each culture involved 

in the study. Here we shall leave much out. lt is not our 

aim to present a detailed picture, this having been well 

done by others in several books (Ewing, 1966; Caro, 197 2; 

MacGaffey, 1962; Siso, 1973). We wish only to provide a 

general idea, a "map" by which we may be guided toward the 

complex life of people . 

The People 

The concept of cultural personality is valid but de

fining the "national" characteristic is not an easy task 
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because it is a phenomenon of undetermined content, dimen

sion, validity (Horvath, 1977; White, 1975). 

Another difficulty in determining national character 

is that the techniques have by no means been perfected. 

Klineberg 

concludes: 

(1969) discusses the different techniques and 

The fact that such a large variety of 
techniques have been distinguished in this 
field of study in itself indicates that no one 
technique has as yet been judged completely 
satisfactory. The problem of personality in 
relation to nationality is exceedingly complex. 
As a matter of fact, there have been frequent 
denials of the existence of national differences 
in personality; many writers have held that such 
differences would disappear if groups were equated 
for factors such as economic level, degree of 
industrial development, concentration in urban 
or rural areas, age distribution, etc. It seems 
more probable ... that, although all these 
factors must be taken into consideration at 
every step in the analysis, certain differences 
will still emerge in the behavior and attitudes 
of people of different nations. (pp. 89-90) 

Finally, even if it were possible to determine with 

precision the national core of shared cultural traits and 

of personality characteristics, there would still remain 

the problem of ascertaining which of the cultural traits pro

duced the personality type (Steward, et al . , 1956; White, 

1975; Horvath, 1977). 

Each group will be presented in regard to historic 

background, the people, and the social society. 
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Social Structures 

Adult personality, attitudes, and values are the 

result of infant, childhood, and adolescent experiences, 

his education or 11 enculturation 11 (Bernardi, 1977). Yet, 

in contemporary society, life demands and required behavior 

may not correspond at all with learned attitudes and expecta

tions. Culture is usually considered to be learned modes of 

behavior which are socially transmitted from one generation 

to another. 

The family is the most universal of cultural institu

tions. Brameld (1959) believes that in a real sense it is 

the core of culture. Its order or structure, however , 

varie s tremendously from culture to culture. 

Traditions in all cultures, without exception, 

saturate with a vast array of attitudes and belief s the 

very inner part of the life of people (Horvath , 1977) e 

These traditions are absorbed into the "blood stream" of 

the people with little awareness that the absorption is 

occurring (Meyer-Rogg, 1974). Viewed from the outside, 

these traditions could be considered a model, for they could, 

if they so have been chosen, attempt to close existing gaps 

between one generation and another (Meyer-Rogg, 1974; 

J ohnson , 1980). 
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Since one of the primary purposes of this study is to 

identify and record the characteristic features in five 

areas, a description of the family and its traditions in 

each of the Hispanic groups will be outlined briefly. 

Puerto Rico 

Historic Background 

Puerto Rico is an island some 35 miles wide and 100 

miles long lying at the eastern end of the Great Antilles 

between Hispaniola and the Virgin Islands, with the Atlantic 

Ocean to the North and the Caribbean Sea to the South. 

It is about the size of Long Island. The temperature ranges 

from 75° in winter to 90° in summer. Rainfalls in the 

mountainous and northern regions are often torrential, but 

the southeast coast enjoys so little rain that 11 one may 

wonder as traveling southward across desert-like wastes 

toward the irrigated rim, whether it is still the same is

land" (Pic6, 1974, p. 39) . 

Overpopulation is indeed often considered to be the 

island's foremost problem (Brameld, 1959; Puerto Rican 

Task, 1979). The census of 1970 reported almost 3 million 

people living on 3,435 square miles. The census of 1980 

reported 3,395,000. This makes Puerto Rico one of 

the worst examples in the world of the population explosion 

(Hauberg, 1974; Johnson, 1980). 
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For four centuries Puerto Rico was a Spanish c olony, 

predominant ly a land of small farmers . The blends of sub

cultures,Hi spanic, European, African and native Indians , of 

these early centuries created attitudes toward color 

that have been more complicated and less v icious tha n those 

of Anglos (Howard, 1970; Johnson, 1980). ·The criterion of 

colored status (i n America) is racial and not cultural 

(Hauberg, 1975), but in Puerto Rico color discrimination 

most often re f lects soci oeconomic distinction rather than 

one of race (Fitzpatrick, 1959; Johnson, 1980; Steward, 

et a 1 . , 19 5 6) . 

At the turn of this century, in 1898 Puerto Rico 

became a United States sovereign country as a resul t of 

the Spanish-Ameri can War. United States sovereignty per

mitted accelerated change in legal, educational , re ligious 

and other insular i nstitutions and it facilitated the flow 

of c ontinental influences of all kinds (Steward , 1959 ; 

Hauberg , 1975) .. But Puerto Ri c o is by no means a carbon 

copy of the United States. It has reacted within the terms 

of its own cultural background, geographical setting, and 

loca l traditi ons to a new institutional framework ~ Puerto 

Rico remained predominantly agrarian up to 1950. That con

dition chang e d 11 largely due to the role played by Munoz 

Mar1n 11 (Hauberg, 1975) , the first governor elected by the 
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Puerto Ricans. The party that he represented is ~esponsible 

for the present status of Puerto Rico as a 11 Free As sociated 

State" or Commonweal th. 11he Commonweal th of Puerto Rico 

has its own constitution that was adopted in 1952 (Brameld, 

19 59) . 

By 1968 a new party (Progressive Party) won the gover

norship. Its major ideology is to promote statehood and it 

has become more and more popular (Hauberg, 1975). But the 

real crisis of identity prevails. Inasmuch as the cris i s 

of identity is associated with social justice as well as 

with the same form of "state 11 sovereignty, the continenta l 

situation" will be considered ... if at all, in the distant 

future (Hauberg, 1975). La lucha (The struggle) for soc-

ial political reform, like the task of Sisephys , is ap

parently never-ending (Johnson, 1980). The status of the 

island is still an issue. 

An archetype, the description of an original model 

but also a model that ought to be approximated , of el jibaro, 

( the country man) still persists among the ''borinquenos II of 

all classes and groups. Let us list those characteristics 

that t ypify the "jibaro" 

dignity, hospitality, seriousness, folk wisdom 
(Jaiberia) , courageousness, ,brotherliness, 
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firmness of conviction, respect for achievement, 
love of one's own plot of land, independence 
and hardworking habits. On the negative side 
are suspiciousness, authoritarianism, rigidity, 
reticence, and defeatist attitudes (Brarneld, 
1959, p. 202). 

Puerto Ricans are described by the mainlanders among 

them as happy, friendly, and courteous (Johnson, 1980). 

Their love for music also makes itself a part of the is

land. Rand (1958) said that Puerto Ricans are dancing 

people. 

Puerto Ricans "do not wish to become shapeless hybrids 

where they would resemble the old Puerto Ricans in nothing 

and yet differ from the American ... Despite all of the cul

tural emancipation Puerto Rico still remains indubitably 

Latin and Antillean in much of its life" (Lewis , 1980). 

We can ask, Can the 11 j[baro" be regarded as the Puerto 

Rican archetype? It is difficult to say so. "Even the 

~ 

"jibaros" most admirable traits cannot be considered as 

anything like universal to insular countrymen, at best these 

traits have applied unevenly to some countrymen. A second 

reason is that whether the Puerto Ricans regret the trend 

or not the 11 jfbaro 11 is now being rapidly displaced as the 

culture moves toward industrialization - "that in fact the 

migrant is already the more representative type" (Brameld, 

1959, p. 204) • 

The migration experience is very much a part of Puerto 

Rico. No Puerto Rican remains untouched by migration, not 
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with one out of every three Puerto Ricans residing on the 

mainland (U.S. Report, Jan. 1977). With the Puerto Rican 

migration the New Yorican was born. New terms were coined 

to distinguish the mainland Puerto Rican from their island 

cousins. Terms like New Yoricans, Neoricans and new labels 

for the island began to be used (Johnson, 1980). 

It is hard to single out a unique Puerto Rican type. 

Puerto Ricans on the island and on the mainland still main

tain classes and groups close to the "ideal personality" 

already described. An archetype, said Brameld (1959) may 

"properly stress qualities on the positive side. These 

qualities are more often harmonized and strengthened than 

suppressed or twisted by the anxieties and conflicts that 

admittedly accompany transition to an urban way of life. 

Thus transfused, they enriched all levels and all areas of 

culture." (p. 204) 

Social Structures 

Because cultures do not exist without human personali

ties, the concern of the Puerto Ricans and its cultural 

environment should, or could, be approached from a social 

perspective. 

The traditional Hispanic patterns in the Puerto Rican 

family are,according to Brameld (1956), a fascinating 

cultural phenomenon. Brameld also pointed out that its 
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chief strengths "are rooted in profound loyalties and af-

fections that reach for far beyond its immediate members. 

I t s chief weaknesses have resulted from its hierarchical 

paternalistic, and self-centered structure . 11 (p. 56) 

Th e traditional family which includes the important 

compadrazgo (co-parenting) relationship of ceremonial kin

ship, has been characterized by a powerful cohesiveness. 

The prestige and status of the family "rested on family 

backgr ound, attitudes and 'correct' behavior, ethnic 

ch aracteristics and education" (Steward, 1956, p. 423). 

These patte r n s have by no means been lost, but they 

are being modified in the direction of greater partici pa

tion in family affairs by the wife and mother, by a some 

wha t '' diminished authoritarian discipline over children. 11 

At the same t i me, o thers,like the habit of protectiveness 

of ch i l dren, even into young maturity, remain pronounced 

(Brameld, 1959; Johnson, 1980). The typical Puerto Rican 

family h as fi r mly retained respect for the importance of 

both di scipline and loyalty even with the factor of 

accul t uration which most conforms to American practices 

(Stewa rd , 1956 ) . "De spite all of the cultural changes, 

Puerto Ri cans, at vi rtual ly e very class level, (have) a 

ferven t identification with their society, borderi ng on a 

mys tical romantic attachment" (Tumin & Feldman, 1961, p. 30). 



25 

Cuba 

Historic Background 

Cuba extends 750 miles east to west across the Carib-

bean. It is the largest and most westernly of the Carib-

bean Islands. The island covers 44,278 square miles, about 

the size of Pennsylvania. Lying only 98 miles from Florida's 

peninsula, Nicholson (1974) describes Cuba as looking like 

Florida, sharing bright skies, endless beaches, pie-

turesque palms and mostly flat terrain. The terrain of 

the island is about 40% mountainous. The surrounding ocean 

gives the country a moderate and stable climate of about 

77° in winter and 88° in summer (McGaffey & Barnett, 1962}. 

There are t wo distinct seasons based on rainfall ; dry-sea

son or rainy-season. The island is divided in provinces; 

Pinar del Rio, Havana, Matanzas, Las Villas, Cameguey and 

Oriente. 

Columbus l anded in Cuba on his first voyage in 149 2, 

but the first settlement really began around 1511. By 1762 

British captured Havana and occupied it for 10 months. The 

Treaty of Paris returned Cuba to Spain in exchange for 

Florida (MacGaffey & Barnett, 1962). 

In the period beginning in 1895 and continuing to the 

winning o f independence in 1898 , Cuban history was primarily 

a politi cal rebellion (Meyer-Rogg, 1974). The Spanish

American War concluded by the Treaty of Paris brought the 
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United States and Cuba together. A military government was 

instituted. A reorganization in the economic life, educa

tion, health, and government was instituted. On June 12, 

1901, Tomas Estrada was elected first president of Cuba. 

From 1902 to 1930 six national elections were held. 

By 1930 the difficulties of the economic situation, to

gether with the dictatorial methods of the President, gave 

rise to political dissatisfaction and unrest to which the 

government responded with martial law (MacGaffey, et al., 

1962; Meyer-Rogg , 1974; Nicholson, 1974). 

With the new revolution of 1933, a new generation of 

political leaders emerged who were to remain prominent in 

public life until 1958. Much of the history of Cuba be

tween 1934 and December 31, 1958 revolved around Fulgencio 

Batista. 

By 1957 Fidel Castro formed a group of rebels which 

called themselves the 26th of July Movement. Batista 

suppressed all opposition ruthlessly by increasing use of 

terror and violence (Nicholson, 1974). On January l, 1959 

Batista fled the country and Castro reached Havana on 

January 8, 1959 . 

Mesa-Lugo (1978) mentioned that since the triumph 

against Batista, the Cuban revolution has passed through 

f ive distinct phases: (1) lack of defined ideology, (2) 
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centralized system of planning and technical aid from the 

Sovi et Union; (3) idealistic creation of a self-sacrificing 

man ; ( 4) cultural revolution under which the remainder of 

the p r i vate sector was nationalized, and (5) a greater 

Soviet Union influence in Cuba. 

The Cuban Revolution , said Mesa-Lugo (1978, p. 144) is a 

phenomenon "in such a flux that to write about it always 

involves a risk: what appears as solid after some years of 

accumulated evidence can dramatically change in a few weeks 

or even days." The Cuban Revolution under Soviet influence, 

he a dde d , has become "increasingly pragmatic and institu

tionali zed." But yet the Revolution is there , surviving 

innumerable confrontations and crises. 

The Peopl e 

The wor d "criollo" denotes someone who identifies him

s el f wi th Cuba. "Guaj iro" (peasants) is the lower class 

who make up the bulk of the rural population. 

Cuba h ad a population of eight and one half million. 

The population has increased since the Castro Revolution 

( 1'hcholson, 1974). Ethnic origins are varie d but estimates 

i.ndicate 30% are white , 20% mestizo, 49% Negroid and 1% 

Orien ta l (Nicholson, 1974). (Mestizo indicates someone of 

mixed parentage~) The most conunon is Negro-Spanish , but the 

t erm also refers to Negro-Chinese and White-Chinese 
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mixtures. Thi s t erm "mestizo" differs from that in many 

Central Ame rican countries where the term is used to denote 

physical and cultural traits resulting from Indian-Spanish 

mixture (Meyer-Rogg, 1974). 

Most of the whi t e population is of Spanish extraction. 

Many came from Andaluc!a and a large number came from 

Asturia, Gal i cia, Canary Islands and Cataluna . By 1930 a 

new type of Spanish immigrant arrived. They included a 

high proportio n of men with urban backgrounds, industrial

technical tra ining, and radical political inclinations 

(MacGaffey, et al. , 1 962) . MacGaffey mentioned that some 

of this group we r e l ater useful to the Castro regime as 

political organizer s. 

With the exception of t he English speaking group , the 

older Spanish f amilies, the Jews, and to a lesser extent, 

the Chinese, mo s t of the immigrant groups have shown little 

desire to maintain a separate ident ity (MacGaffey , et a l. , 

1962) . 

It is commonly s tated by Cubans that Cuba has no r acial 

problem but before 1 9 59 Ne g r oes were exc l uded f r om most of 

the better hote l s , b eaches , and places of enterta i nment 

patronized by upper-class Cubans (Mesa-Lugo, 1978). Meyer 

Rogg (1974) s a i d that Cubans a r e a class conscious group 

who do not want to associate with other Spanish-speaking 
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groups of a lower class and that a social distance stil l 

exists toward Negroes. For the men in the exile , they still 

wanted t o return to Cuba if the situation became satisfac

tory (Meyer-Rogg, 1974). 

Social Structures 

The family i s the most important social institution 

according to MacGaffey (1962 ), "not so much because of it s 

own strength and scope as because other institutions have 

been weak. 11 (p. 51) 

In urban areas middle and upper class men tradition

ally spent much time away from their families in clubs and 

informal groups. In the rural areas family ties are more 

extensi v e, and neighborhoods may be made up of related 

fami l ies (MacGaffey, 1962). The social order before 1959 

was based on a divisi on of society into uppper and lower 

classes , even though the terms were not used. Instead , 

Cubans generally distinguished social groups according to 

cultural and fun ctional characteristics (Meyer - Rogg, 19 74). 

Socially, clas s differences were expressed in forms large ly 

derived from Spanish traditions which emphasized the 

superiority of the educated over the uneducated . 

Land tenure was an important element in the pattern of 

distinction underlying the class structure. Standards 
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of living and education also provided other guides to social 

status. 

The solid Spanish architecture of city residents con

trasts sharply with the "boh{o guajiro" (peasants ' house). 

The typical social institutions of the upper class were 

the Country Club and the Yacht Club. The membe~s of the 

upper class had in their minds expensive night clubs and 

lived in the suburbs west of Havana, and sent their off

springs to study in the United States; the lower class 

sought public schooling for their children while the middle 

class sent their children to private schools. Sometimes the 

social ambition of the middle class imposed an artificial 

burden on families when income might not be adequate to the 

required expenditures. 

With the new concept of "man" the family ties changed 

in Cuba. The militant young men work 7 days a week , attend 

classes 3 afternoons each week and every 55 days go home 

for a week (Nicholson , 1974). 

The ideal woman was a subservient figure. Women have 

been increasingly prominent in public affairs, but their 

participation does not demonstrate their e levation to full 

equality with men. "Social visiting in the home is limited 

to relatives, and men tend to seek male company" (MacGaffey, 

1964). Since 1959 women have been encouraged to participate 
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more actively in life outside the home. They have also 

joined the militia (Mesa-Lugo, 1980). 

Children are generally pampered. When they are young 

their mothers commonly baby them. Children are required by 

law to respect and aid their parents and are customarily 

regarded as under parental tutelage until they marry. Span

ish traditions required chaperonage of daughters. Today 

everything has changed. Children are usually taken care of 

by the government. 

To what extent did these traditional patterns represent 

a problem for the Cubans faced in adjusting to a new style 

of life on the mainland? Meyer-Rogg (1974) said that those 

Cubans who were the earliest arrivals, who came to gain 

economic status and not to escape an incompatible political 

system, show evidence of the most assimilation into the 

mainstream of American way. She said that as time in the 

United States increases, the des ire to speak English at 

home, the cultural assimilation, and increase in American 

friendship, ties increase . 

Mexico 

Historic Background 

For more than 3 centuries ~exico was a Spanish 

colony from 1518 to 1805. But for more than 2 centuries 

before that, the Aztecs founded Tenochtitlan and extended 
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their empire giving the Mexican a rich history (Russell, 

1977; Schmidt, 1978). By the beginning of the 19th century 

the Spanish empire in America was doomed. The causes for 

the change in Mexico in political existence arose from the 

very nature of the Spanish colonial system (Israel , 1975). 

By 1810, Father Miguel Hidalgo y Costilla raised the battle 

cry of independence , the Grito ee Dolores. Ten years of 

war ended on February 24, 1921 with the declaration of 

independence. 

A struggle for political stability was by no means 

ended. Political chaos followed. The first empire was 

established, later a struggle for a constitution, the 

Mexican War with the United States, the reform with Benito 

Juarez, the dictatorship of Porfirio Dias from 1877-1911, 

and finally the demand for an agrarian reform all followed. 

The Mexican revolution, said Ewing (1967), "was no different 

from other national revolutions. " It was a progressive 

movement in the quest for liberty, an ideal that "must be 

sought by all Mexican people" (Ewing, 1967, p. 23). 

From 1900 to 1934 Mexicans made the ''difficult trans i

tion from a culture largely foreign in spirit to one created 

in the aftermath of the 1910 Revolution proudly Mexican" 

(Schmidt, 1978). Schmidt also said that Mexicans developed 

a national consciousness and "they ~njoyed the illusion of 
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f using consciousness and reality in the mythopoeic genera

tion of Mexicans, man and history'' (Schmidt, 1978 , p. 79) . 
I 

In 1940, Avila Camacho was inaugurated as president. 

The following years followed a course that led toward 

industr ialization. The last three Mexican presidents to 

complete their terms represent the post institutional phase, 

a moderate course of economic and political phase (Russell , 

1977; Schmidt, 1978). 

Nicholson (1965) said that the real Mexico is not a 

11 nosta lgic dream world of simple peasants such as exist only 

in the minds of folksy tourists; neither is it the city 

facade. The mestizo are ever present, watching, rejecting, 

assimilating the new world at their door." (p. 98) 

rrhe Peop le 

One of the great wonders of Mexico is the variety of 

its people. Thei r diversity was there before the Spaniards 

came. Thei r costumes, men's and women's, and their more 

than 11 20 maj o r languages and 90 or more dialects" reflect 

today the thousands of years of self-sufficiency 11 in the 

narrow va lleys and mountain basin of a rugged land over 

which fas t travel even now can only be by air" (Ewing , 

1966, p. 65 ) . 

The e mpires which the Indians built before the Spani 

ards h ung together loosely: the great Maya, Zapotec, 
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Toltec-Aztec, Mixtec, and Tarascan civilizations set up 

hierarchies (Ewing, 1966; Russell, 1977). The differences 

among modern Mexican are deep rooted in those ages (Schmidt , 

1978) . 

When the Spaniards came they began a "remarkable weld

ing" toge ther of the diverse American people. These 

foundations were cemented from the beginning with the com

mon language of Castilian Spanish amid the medley of Indian 

tongues. 

The Mexican include pure blooded Indians of more than 

50 tribal strains and others of Spanish lineage . The 

mestiz o (mixed blooded) contributed contrasting elements 

as a hybrid whose numbers make him the typical Mexican of 

today (Ewing, 1966; Russell, 1977; Schmidt, 1978) . The 

body of the I ndian , small and firm, has been softened by the 

narrow-hipped lithness of the Spaniard in this mestizo com

bination. Th e gli ttering copper skin of the Indian has 

been paled by the Spaniard's olive glow to varying shades 

of chocolate brown. The mestizo is round headed with high 

cheek bones. Their hair is black and straight . 

The superstition of the Indian combined with the logic 

and religion of the Spaniards create a new and unique per

son. Thompson (1921), Nicholson (1965) , and Schmidt 

(1978) believed that the creation of the new person often 

confuses both the Mexican and the observer. 
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Poe t i c a lly, Us i gli (1952) said: 

The tra gedy of Mexico .. • and therefore the tragedy 
of the Mexican res i des both in what he hides, be
caus e th i s i s what he reveals, and in what he re
veals, because this i s wh at he hides. He takes 
refuge behind a ma sk of silence, without contradic
tion, almost without lips, as i f his eyes we r e 
turne d inward. (p. 47) 

Octavio Paz de scribes the Mexican in the following 

... quiet, timid and resigned. He is also intel
ligent and sensitive . He always smi l es. He 
always waits. He disguises his human individua
lity to such and e xtent that he finally annihil
ates it and t urns int o a stone , a tree, a wall, 
silence and space. He s eems t o be somethi ng 
other than he is and he prefers to appear dead 
or non-existent rathe r than to change, to open 
up his p ri vacy . . .. (pp. 32, 43) 

By the 20th centur y Schmi dt (1978) said the mestizaje 

was promoted as the 11 anthr opo log i cal basis of Mexican 

national identity, 11 t he roots of Mexicans became a fashion 

able topic. The search for national identity in Mexico 

points to a romantic p h ase in the c ount ry's intellectual 

history. The term 11 10 mexi c ano" had become a sacred 

phrase of what is Mexico and the Mexican. 

Social Structures 

Mexicans are deeply and inherently religious, but with 

the Roman Catholic r eligi on i n br ed with the traditions of 

the Indians (Schmidt , 1978) . The I ndian may be consistently 
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pagan in his religious processes, but white or red, it is 

Christianity and the saints of the Church which fill the 

human soul needs of Mexico and furnish all the terms and 

languages of native faith. The Catholic Church has always 

been lenient with native superstitions. 

The church has been to the Mexicans the centre of their 

pageantry, their drama, their yearning for beauty (Nichol

son, 1978). Their "Nacimientos" and "posadas 11 of Christmas 

(the crib and the procession of Joseph and Mary to find 

where to stay), the Grand Guinol of Carnival and the Holy 

Week are some of the Mexican traditions, symbols of the 

church. Love of family, love of country, loyalty to the 

rest of Latin America, are used irt phrases throughout 

educational text books to describe the Mexican. 

The Mexican family group is instinctively organized 

along patriarchal lines, with the father as the head, the 

ruler, but the authority of the mother is also respected. 

The family persists as one of the people's safe foundations. 

The interrelations of the extended family are very impor

tant. All have their distinct places, for example, the 

first cousin is "cousin-brother, 11 the brother-in-law is 

11 cuncun.0 11 and so on. Families in law enter into the 

patriarchal arrangement, the wife joining the family of 

her husband (Ewing, 1966). 
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Intertwined into the household are the social relation

ship of "compadrazgo." The "compadre" (godmother or god

father) having been godparents to one child of the house

hold and thus formally accepted and brought into an inti

mate and friendly association which is sealed forever by 

the honored relationship. It is no small thing to be in

vited to be the godparent of a Mexican child. There is a 

great deal of expense connected with the baptismal ceremony . 

The baptismal dress is always elaborate and the party that 

follows is at the expense of the godparents. There are a 

great variety of 11 padrinos, 11 for baptism, confirmation, 

weddings, new-house ceremonies, the enthroning of a saint, 

and other events. The institution of godparenthood exists 

among all social classes. 

We could not leave out the Mexican folk arts that are 

among the most varied and beautiful in the world. Every 

region has its own kind, style, and design. It is a 

social institution by its own value (Nicholson, 1978). 

Families, generation by generation, stay together with a 

particular folk art - weaving, embroidery, hand-drawn 

work, headwork, crochetry, pottery, hand-blown glass, 

leather work, carving, masks, and fiber objects. 
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Nichols on (1978) said that: 

Mexicans are in some ways Rip van Winkles, 
though their irrepressible vitality has kept 
them stirring restlessly in their long sleep. 
Now, like Quezada, they are waking to realize 
that it takes more than revolution and legal 
codes to become not the strongest- ••• - but 
a respected power. (p. 124) 

Venezuela 

Histori c Background 

Vene zuela is located on the southern shore of the 

Caribbean Sea. It is a relatively large country, about the 

size of Texas and Oklahoma combined. Shaped very much like 

a squat, thick-trunked tree spreading its branches over the 

northerly part of South America, it is bordered on the east 

by Guyana, on the south by Brazil, and on the west by 

Colombi a . In the north it fronts on the Caribbean Sea and 

the Atlantic Ocean (Cris t, 1974; Volz Henion , 1964) . 

The mai n physiographic features of Venezuela a re the 

Andes, the Llanos, the Maracaibo Basin, the Guyana Shield, 

th e coastlands and the islands. Venezuela includes some 70 

islands of which Margarita is the most important becaus e it 

is t he home of the pear l in the hemisphere. 

Venezuela is blessed, as are few lands, with i ts 

mineral base (oil, manganese, iron, bauxite, copper , dia

monds, coa l, mercury , lead, nickel, and sulphur) and with 

its agricultural potential such that ''Venezuela could 
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establish a powerful economy and enjoy an extremely high 

standard of living" (Crist, 1974, p. 31). 

Columbus discovered Venezuela on his third voyage to 

America in 1498 (Crist, 1974; Steward, 1978). The first 

Spanish settlement on Venezuelan territory was on Cubagua 

Island. With the establishment of coastal cities the first 

serious efforts were made to explore the vast land. 

In 1528 the King of Spain, Carlo V, granted the German 

banking house of Wesler, to which he was in debt for loans 

granted to finance European wars, the right to explore and 

establish settlements on the coast of Venezuela. The 

Germans concentrated all their efforts on the frantic 

search for a city, El Dorado, with rich mines of gold and 

silver. Nothing was done toward founding a stable colony. 

The fabled city of El Dorado proved to be elusive. There were 

no mines, and the slave trade led to such abuses that in 

1546 the Wesler grant was rescinded by the crown (Lieuwen, 

1961; Crist, 1974). 

In the next decades Spanish governors extended the con

quest of the country. During the 16th and 17th centuries 

Venezuela was under the jurisdiction of the Audiencia of 

Santo Domingo. In the 18th century it was placed under the 

/ 
Viceroyalty of New Granada at Bogota. 



40 

Venezuela's fight for freedom from Spain in the early 

19th century was something more than a mere regional 

episode in the larger Latin American movement for indepen

dence. Venezuela was the spearhead of the whole movement 

in South America (Crist, 1974). Her people launched the 

first successful rebellion against Spain. 

During the first decade of the 19th century revolu

tionary activities were dominated by Francisco de Miranda. 

On July 5, 1811, Venezuela's independence was declared. 

Less than 10 months after the declaration of independence 

the first republic fell. With the collapse of the first 

republic the leadership of the patriot remnants passed to 

. ' 1 1 d . d b h F th f Simon Bo 1var~ a young man estine to ecome t e a er o 

Venezuela (Lieuwen, 1961; Crist, 1974; Bernstein, 1964). 

After 9 years of struggle, Bolivar 's ideas, embodied 

and modified, came to fruition through the proclamation 

of the formal union of Colombia and Venezuela to form the 

New Republic of Gran Colombia. But by 1830 the Gran 

Colombia dream collapsed. 

The politics of the republic created in 1830 revolved 

around who would control the government rather than how it 

would function. During the 19th century the continuing 

struggle among regional caudillos for control of the 

national government did not basically change the culture, 
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soci ety, or economi c structure of the country . Indeed, 

until Vicente G~me z , the dictator from 1908-19 35, the po

litica l structure cha nged very little (Sitterson, et al., 

1978). Throughout t he years Venezuela , considered to be a 

backwater country by mos t o t her Latin Ameri cans for 

centuries, had to dea l with t remendous political p roblems o 

The October 1945 r evolution was the mo st f un damental 

in Vene zuela's history (Steward, 1978) . I t was a broadly

based revolution, that for the f i rst time marked the as

sumpti on of political p ower by a party. In the short space 

of 30 years the rapid deve lopment of Venezuela' s oil indus

try brought about profo u nd t r ansformation (Baloyr a & 

Martz, 1979). The middle class was strengthened and became 

larger , mass e ducation and cul ture broade ned rapidly , and 

there was a more extensi ve and equi tab l e dis tribution of 

wealth than ever before. 

The People 

This land of vivid physica l contrasts d i s plays marked 

cultural differen ces . Its people range fr om j et-set cosmo-

politans to primitive aborigines . 

The Venez uelan population is p r i marily a mixture of 

Amerindians (of Mongolian extraction ), Ne groes, and Spani

ards. The population is r oughly 70% mes t izo a nd mulatto, 

19% white, 2% Indian, and 9 % Ne gro (Crist, 19 74) . In 
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general the geographic distribution of these people is as 

follows: the Negroes and mulattos are found in coastal low

lands, the whites are found in the larger cities of the 

highlands, and the pure Indians in the back of the country 

(Marrero, 1978; Crist, 1974). The great majority of its 

inhabitants live either in the Venezuelan Andes or the 

coastal highlands, regions which together constitute about 

one-third of the nation (Steward, 1978). 

It is difficult to speak of the 11 typical Venezuelan" 

because of the great diversity of racial backgrounds of the 

peoples of the country and of the cultures among the various 

groups (Crist, 1974). But a description of some of them 

demonstrates the people living within the country. 

The most regionalistic Venezuelans come from hot, 

humid Maracaibo, and there is nothing the Maracuchos love 

better than their sizzling city (Volz Henion, 1964). From 

the rugged, snow-clad mountains of the Andes comes the 

Andino, a strong, hardy specimen who tenaciously struggles 

with his environment. 

The Caraqueno is the well sophisticated cosmopolitan 

of Venezuela's capital city. He lives at a rapid, imperson

al pace and enjoys complaining about the government (Volz 

Henion, 1964). 
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The lonely Llanero, a less loquacious Venezuelan, 

rides the great plains to the south. He is like the cow

boy of the West (Volz Henion, 1964). 

The Yaruro, the Guahibo, and the Chiricoa are the 

Indians that lived in the llanos and the jungle. Their 

uncompli cated, yet diverse, cultures developed rigid cus

toms, taboos and rites and they worshipped nature and 

devil god (Volz Henion, 1964). 

Social Structures 

The social structure of Venezuela is oligarchic, with 

a small clique in control of the social, political, and 

economic life of the country (Baloyra & Martz, 1979). The 

basis of classification tend to be on cultural level, 

economic power, and family (Crist, 1974). 

The church and the military are the most powerful in

stitutions in Venezuela (Crist, 1974; Baloyra & Hartz, 1979). 

The individual's attainments are strongly influenced 

by the circumstances of his birth , his childhood environ

ment, the sophistication of his parents, and their economic 

and cultural level. A child born of white parents often 

has greater advantages over the child of primitive Indians . 

So social stratification does follow racial lines to a 

certain extent. Statistically the. whites are at the top , 
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the mesti z o s next , and the Indians or Negroes on the bot 

t om (Baloyra & Mar t z, 1979). 

Before 1958 the general view of education was t hat it 

was a n att r ibute of social and economic status. Sitterson 

et a l . (1 97 8) said that there is a significant lack of con

sensus in Vene zuela on just "what education is suppos ed t o 

do for p e ople . " (p. 5) 

The role of t he mother in the Venezuelan's families 

is s imilar to othe r s in South America (Briceno, 1961) . 

They are sup posed to be counselor and guide, friend and , 

confidant, assume responsibility for the moral and physical 

we ll-being of the children, and everything in the house. 

Class i s determined in Venezuela by race, family, and 

wea l t h (Lieuwe n , 1961; Baloyra & Martz, 1979) but in the 

cities, however, e conomic position, as reflected in hous i ng, 

car s , bank ba lan c e s , and real estate holdings, appears to 

be the p rincipa l determinant of class. Venezuela, said 

Crist (1974), " i s a land in a state of flux, where t he 

pre s sures of the o l d and the new are in violent contest . " 

(p . 46 ) 
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Theoretical Foundations and 

Related Research 

Oral Traditions 

The term language is characteristic of every known 

group of human beings (Sapir, 1949). The truth is that 

language is an essential perfect means of expression and 

communication among every known people. Language is almost 

a prerequisite to the development of culture. Young (1972) 

said that language is both a part of culture and a means 

for encoding and transmitting cultural information. 

Children display an amazing ability to become fluent 

speakers of any language consistently spoken around them. 

The child's acquisition of his native language is not 

dependent on special tutoring (Langacker, 1968). Smith 

(1976) said that a child learns to produce sentences in 

his language in a situation which is meaningful. The 

young child's attempt to communicate and understand are 

met with praise and pleasure no matter how accurate they 

are. The child's "errors" often become anecdotes for 

fondly told family stories. 

Children can learn, or 11 pick-up 11 a language by playing 

with other children. All they need, or seem to need, is 

sufficient exposure to the language (Fantini, 1976). How

ever, a child cannot invent a language from scratch. 
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In the study of language development there are several 

theories. Behaviorist B. F. Skinner (1957) said that lan

guage is learned through operant conditioning, a process 

based on selective reinforcement provided by the environ

ment (Mussen, Conger & Kagan, 1974). Social learning 

theorist A. Bandura (1961) and Bernstein (1961) believed 

that a child learns language as a result of observation 

and imitation of a model. Lennenberg (1969) theorized 

that language is innate, that its development follows a 

regular chronology for all children everywhere (Endler, 

1976). Psycholingust Noam Chomsky (1967) focused language 

developement on the aspect of grarmnar and on a series of 

rules (Smith, 1975). Cazden (1980), at a conference in 

Dallas, stated that children develop their language in 

social context, that there is a social role in direct re

lation with the linguistic development. 

I 
Just recently Urzua (1980) said that "research of 

the 70's ... are teaching us a lesson ... children from birth 

expect language to be acquired and developed in an inter

action between themselves and various others because 

humans by nature are social animals. 11 (p. 38) 
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Bruner (1975) believes that children learn while 

engaging with their mothers in any activity like rolling 

balls back and forth, and playing peek-a-boo. It is in 

this social interaction that the rules of conununication are 

learned. Black (1979) believes that language and the various 

func tions of language are learned, practiced and used from 

birth in the social or interactive context with family. 

Hess and ·Shipman's Stµdy 

One hundred and sixty-three Negro mothers and their 

4 year-old children were selected from four different soc

ial status levels including (1) college education profes 

sional, (2) skilled blue collar occupational with no more 

than high school education, (3) unskilled or semi-skilled 

occupational with predominantly elementary school education, 

and (4) unskilled or semi-skilled occupational level with 

the father absent and families supported by public assis

tance. The research was done to discover how teaching 

styles of the mothers induce and shape learning styles and 

information-processing strategies in the children. Mothers 

were interviewed twice in their homes and brought to the 

university for testing and for an interaction session be

tween mother and child. The mothers were asked to teach 

their children three tasks previously taught to the mothers. 

The tasks were (1) sorting plastic toys by color, (2) 
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sorti ng eight blocks by two characteristics at the same 

time, (3) mother and child working together with a toy 

called Etch-a-Sketch, and copying five designs. They found 

that mothers who used verbal cues and elaborated language , 

or specific and clear instructions helped their children 

better to relate with the tasks involved . 

Through the ages mothers have sung to their children 

and these songs, often "wordless, sometimes tuneless , form 

a special intimate language between parent and child" 

(Lind & Hardgrove, 1978). These authors say that today's 

mother s have no memories of being rocked and sung to them

selves, and they are not familiar with lullabies . 

Holdaway (1979) too believes that today few mother s can 

sing lullabies and even repeat rhymes. 

An impor tant part of oral traditions is that it is 

largely learned in uni son situations and gains in its soc

ial meaning from that togetherness (Cazden, 1978). Edelsky 

(1978 ) said that those "programs carried out by the culture , 

the parents , o l der siblings, neighbors, present the 

learner with the whole system of the object to be learned." 

(p. 292) Evidently the children learn in the totality of 

the e nvironment. 
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Laosa's Study 

Comparing the use of language by children, grades 

first, second, and third, and adults in three Hispanic 

groups, Cuban from Miami, Puerto Rican from New York, and 

Mexican from Central Texas, Laosa (1975) examined the use 

of language patterns in specified social context, familial, 

educational, and recreational. Subjects were 100 Mexican 

American, 100 Cuban and 95 Puerto Rican children from the 

first to third grade and their families. Language pattern 

use data were obtained by an individual interview with 

children's mothers and teachers. Laosa found that Cuban 

American children who used both English and Spanish as the 

most familial language pattern tended to be those who used 

English as the primary verbal medium of interaction in the 

classroom. Cuban-American parents who used English as the 

most frequent familial language tended to have children 

who also used English as the most frequent language in the 

home. This was also true for the Central Texas Mexican

Americans. Mexican-American who used Spanish more frequently 

in the home tended to have children who used mixture langu

age most frequently in the home. Puerto Rican children 

tended to adopt the same language pattern used most frequently 

by the adults in their homes. Puerto Rican children have 

less diglossia (use of two or more varieties of the same 
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language by a speaker under different conditions) than the 

Cuban-American and the Mexican-American children. Finally, 

results indicated that Central Texas Mexican-Americans 

evidenced the greatest degree of the displacement of mother 

tongue, Cuban-American children showed signs of growing 

tendency to use "mixture language pattern" and the Puerto 

Ricans showed the greatest degree of maintenance of the 

mother tongue. 

Asher's Studies 

Asher (1977) did three studies to develop an instruc

tional strategy based upon elements in the developmental 

process of acquiring one's language to teach a second langu

age. He used, in the first study, 145 Anglo sixth, seventh, 

and eighth qraders, teaching them Spanish 50 minutes 3 times 

a week. The students were treated as actors in a stage 

play in which the instructor was the director. To com

municate the meaning of the Spanish utterances there was no 

direct translation into English. Rather, the instructor 

would utter a command in Spanish such as "Stand up" and 

then, as a model, the instructor would stand up. In the 

next series commands were expanded into more complex gram

matical patterns. The next year Asher constructed two new 

measurements (A Spanish Picture Test for Listening ~nd A 

Spanish Picture Test for Reading) and replicated the study 
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with 299 children from the fifth, seventh, and eighth grades 

and two evening classes with adults. In the third study, 

he replicated the developmental versus the traditional 

training in another school with 208 fifth and sixth graders. 

Results in study one suggested that the acquisition of 

language through the developmental format had a striking 

impact on achievement. In the second study, he found that 

the proficiency in understanding spoken Spanish was better 

and in the third study he found that older children did 

better than the younger ones. In general he found that the 

more exposure the children have to the language, the better 

the developmental skills. 

Teitelbaum's Study 

In a study with 99 children with Spanish backgrounds 

in an Albuquerque barrio, Teitelbaum (1979) found that 

more Spanish was spoken to the children by grandparents and 

parents than was spoken by the children. The researcher 

worked with children from kindergarten to fourth grade, 

ages ranging from 5 to 11 years old. She used an interview 

adapted from Spolsky and Murphy's language dominance assess-

ment schedule. One interview was conducted in Spanish and 

3 weeks later one in English. The children were asked to 

estimate the extent to which they used Spanish and English 

with the members of the family and the conununity. 



52 

Language was rated on a scale from 1-5, where 1 was English 

only, 3 was English and Spanish equally, . and 5 was Spanish 

only. It was found that more Spanish is spoken with some 

members of the family than others. 

It is the parents' responsibility to educate their 

children during preschool years; however, once they begin 

school, parents• responsibilities do not conclude. Chris-

tain (1974), a father of two children whom he and his 

Peruvian wife taught to read in two languages before start

ing school, said that it is the parents' responsibility to 

develop their children's language but it is also education 

in school that can continue to develop literacy in both 

languages. Bernstein (1964) believes that when children begin 

school ing they are expected, and their families as well, to 

drop their Gocial identity, their way of life and its 

symbolic representation, their language. If this occurs, 

how can literacy and respect for a language be developed? 

It is through the continuing study of the spoken culture 

in the native language and its effect on children's lives 

that the most pertinent contribution is likely to be 

found (Britton, 1978). 

Socia l Traditions 

Individuals are the constituents of the society. 

Since individuals are unique, this is also true for 
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societies. Social groups are galaxies in the social 

universe. They are small aggregates of individuals form

ing on the field small domains with special characteristics 

and features of their own (Sengupta, 1979). 

The supreme fact of existence as a social being is 

the reality itself, the experience (Moustakas, 1979) . The 

evolution of the self is an act of self-creation. The 

fact that "I am a particular individual limits me but at 

the same time enables me to experience in unique ways" 

(Moustakas, 1979, p. 32). 

Combs (1976) said that self-esteem is learned by the 

ways in which one has been treated by those around us. 

"One need not to know everything to be adequate but one 

must have a field of perceptions rich and extensive enough 

to provide under standing of the events in which he is 

meshed. Rich perceptual fields may be derived from quite 

informal sources through first-hand involvement in human 

relations .. . " (Combs, 1974, p. 128). 

The years before school are highly important in the 

formation and development of s elf. The child has a dif

ferent self from others and spends these years building and 

elaborating his self structure, learning who he is, who 

others are, and how to behave (Gordon, 1969; Moustakas, 
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1979). His basic notions of adequacy are established in 

those years (Gordon, 1969; Erikson, 1964). 

The individual's concept, his self-evaluation, is 

strongly influenced by the cultural factors in his life 

situation. Just as self-concept is based upon cultural 

experiences, so are concepts of others. The self of the 

child is to a great extent a product of the experience that 

his culture provides for him (Moustakas, 1979; Coopersmith, 

1967; Erikson, 1964). 

In a longitudinal study to assess self-esteem, 

Coopersmith (1967) worked with 1,748 children whose ages 

ranged from 10-12 years old and attended a public school in 

Connecticut. Coopersmith used a fifty-item self-esteem 

inventory concerned with self attitude in four areas: 

peers, pare11ts, school and personal interest. The model 

employed four major concepts: successes, ideals, aspira

tions, and defenses. Results indicate that parents of 

children with high esteem were concerned and attentive to

ward their children, and they reared them with well defined 

rules and they offered their children a warm relationship. 

In the last decade, social policy development in the 

United States has been guided, to a large degree, by two 

main principles, cultural pluralism and equality of oppor

tunity (Laosa, 1980; LeVince, 1977). The growing emphasis 
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in cultural pluralism opens to include efforts to restore 

differences lost through enculturation and assimilation 

(Fishman, 1978; Laosa, 1980). 

Ramfrez and Price-Willi ams Study 

Ramfrez and Price-Williams (1976) did a study with 180 

fourth graders (60 Mexican American, 60 Black and 60 Anglos) 

with equal numbers of children of lower and middle socio

economic class to find out the most important cultural 

determinants of achievement motivation. The subjects were 

asked to tell a story for each of 7 line drawings depicting 

a person or persons in a setting related to education. 

Results showed that Mexican-American children were more con

cerned about adult than about peer approval of their actions. 

It also was found that the Mexican-American and Black 

groups encouraged children to identify with the family early 

in life and to remain so identified. Mexican mothers 

emphasized identification with family, adherence to Mexican 

Catholic ideology and the importance of children's being 

attentive to the needs of others. 

Sanders, Scholz and Kagan's Study 

Sanders, Scholz and Kagan (1976) conducted a study to 

examine differences in three social motives (need for achieve

ment, n eed for affiliation, and need for power) and field 
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independence-dependence with Anglo-American and Mexican

American children. Subjects were 184 fifth and sixth 

graders (95 Anglo-American and 89 Mexican-American). Field 

independence-dependence was measured for each child indivi

dually using a "Man in a Frame" box, adapted from Witkin's 

Rod and Frame Test. Social motivation was measured by ask

ing children to write a short story within 5 minutes in re

sponse to each of six verbal cues. The verbal cues were 

(1) a father and son talking about something important, (2) 

two men working at a machine, (3) a boy with his head rest-

ing in his hands, (4) a mother and her child looking wor

ried, (5) a young person sitting at a desk,and (6) brothers 

and sisters are playing - one is a little ahead. It was 

found that Mexican-American females were more socially 

dependent than the Anglo-American females. Mexican-American 

children had a higher need for affiliation than Anglo

Americans. Anglo-Americans had a higher need for achieve

ment. Females had significantly higher needs for achieve

ment and also need for power, although this appears to re

flect Anglo-American scores. 

Masuda, Hasewaga and Matsumoto's Study 

Masuda, Hasewaga and Matsumoto (1973) did a study of 

three Japanese age groups in Seattle, Honolulu, and 

Tachlkawa, Japan, to measure the magnitude of ethnic 
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identification. They used a questionnaire of 50 items to 

which the respondent rated on a 5-point scale his degree 

of agreement or disagreement. The items were composed of 

preference for Japanese items such as food and movies, per

sonality characteristics, childrearing customs, family, 

kinship, community, social relationships, cultural heritage, 

sex roles, and racial discrimination. Results indicated 

changes in social attitudes such as childrearing practices, 

family, kinship, and social relationships. There was an 

attenuation of cultural attitudes and beliefs. The elderly 

were more cohesive to their traditions. Japanese-Americans 

felt neither a strong feeling of attachment to Japan nor a 

need to agree with her policies. 

Maslow (1964) said that the human being needs a frame

work of values, a philosophy of life. This information 

flows into individuals from their environment. At the 

same time information helps to influence the individual 

psyche. The social groups, including classes, customs, 

traditions, and codes vary but they act as a compulsive 

power that offers the individual the feeling that he con

stitutes part of that society (Sengupta, 1977). 

Education 

Education is a fascinating area of controversy. Groups 

and nations are by no means agreed in what is right or 
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wrong with basic education (Bruner, 1960; Dewey, 1938; 

Spodek, 1973). 

Bruner (1978) believes that each generation gives new 

form to the aspirations that shape education in its time. 

Any educational model is time-bound, and it exists and is 

limited by the knowledge at the time it is proposed (Spodek, 

1973; Wagenheim, 1975). 

Dewey (1938) believeg that the goal of education is dis -

ciplined understanding. It should be accessible to every-

one, from which no one should be excluded because of soc

ial- class status (Owen, 1973). It should provide oppor

tunities for experience (Dewey, 1938; Montessori, 1973; 

Owens , 1973). 

Education is a process. If education is to become a 

grea t cultural force, 11 it is necessary to confront the 

realit ies of 'our' culture and 'our' education'' (Brameld, 

1971, p. 2 33). 

Equal access to all aspects of the society, especially 

in the educational and economic sectors, is coming to be 

widely accepted (Fishman, 1978; Laosa, 1980). Education 

seems to be the key through which differences among groups 

become less visible. 
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Laosa's Studies 

Laosa (1980) compared maternal teaching strategies in 

Chicano and Anglo-American families to find the influence 

of culture and education on maternal behavior. In the 

study mothers of 43 Chicano and 40 Anglo-American children 

5 years old were given an assembled Tinkertoy model and all 

the disassembled parts necessary for making an identical 

model. Mothers were asked to teach the child how to make a 

model like the assembled one. The number of years of for

mal education completed by the Chicano mothers ranged from 

first grade to two years of college. For the Anglo-Ameri

can mothers, education ranged from the 11th grade to 

8 years of post high school. Results from observations 

of the teaching in the homes provided evidence that there 

are differences in the strategies that Chicano and Anglo

American mother used when teaching their young children. 

The Anglo-American mothers used inquiry and praise as teach

ing strategies more frequently than the Chicano mothers. 

Chicano mothers used modeling, visual cues, directive, and 

negative physical control more frequently than the Anglo

Americans. The findings add confirmatory evidence to the 

view that formal education is a powerful force in cultural 

evolution. They also confirmed that differences in 
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maternal teaching strategies disappeared when the maternal 

education levels were held constant. 

In another study with Chicano families , Laosa (1978) 

investigated the relationship of maternal teaching be

havior to educational level and occupational status. 

Forty-three mothers were observed teaching their own 5 year 

old children. Laosa used the same Tinkertoy technique as 

in the preceding study. Results indicated that the mother's 

education was significantly and positively related to in

quiry and praise but inversely related to modeling. The 

manner in which Chicano mothers taught their own children 

varied markedly as a function of the mother's formal educa

tion level. Two different patterns of maternal teaching 

strategies were identified. Mothers who had completed at 

least an 11th grade education taught mainly through a com

bination of praise, visual cues, and inquiry and less 

frequently through directives and modeling. Mothers with 

less education taught mainly by modeling and directives. 

, 
Ramirez, Castaneda and Herold's Study 

Ramirez, Castaneda and Herold (1974) did a study with 

541 Mexican-American children and their mothers from three 

communities in Southern California to find the relationship 

of acculturation to cognitive styles. Children were from 

grades one, four, and six of elementary school. The 
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communities were identified with the socio-cultural premises 

of Mexican culture and were designated traditional, dualis

tic, or atraditional. Children were tested individually at 

school with the Portable Rod and Frame Test. Mothers were 

administered, at home, a field dependent " socialization" 

cluster questionnaire, a Mexican-American family value 

questionnaire, and a figure drawing test. Findings obtained 

in the study support that the children reared in the more 

traditional Mexican-American community are more field-depen

dent in a cognitive style than children reared in the 

dualistic or the atraditional communities. 

Ram{rez, Price-Williams' Study 

In a study to assess cognitive style in children from 

three sub-cultural groups, Ram1rez a nd Price-Williams (1974 ) 

worked with Mexican-Americans, Blacks and Anglos. The sub

jects were 180 fourth g rade children, mean age 10.4, from 

a Catholi c parochial school in Houston. Mexican-Americans 

and Blacks had many characteristics in common. Their 

socialization practices were characterized by strictness of 

child rearing, emphasis on respect for authority, close 

ties to the mother, a more formal relationship with the 

fathe r, and emphasi s on loyalty to the family. The Anglo 

population had more informal relationships between children 

and adults. Peer group relationships assumed more 
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import ance than family relationships early in the Anglo

American ohildren's lives. The subjects were tested with 

the Portable Rod and Frame Test. Results indicated that 

Mexican- American and Black children scored in a more f i e l d 

dependen t direction than Anglo-American children . The data 

showed t hat members of the Mexican-American families 

emphas i zed respect for family, religious authority, and 

group i dentity. It was also found that females were more 

fiel d dependent than males. 

Dershowitz's Study 

Dershowitz (1971) studied children of two subcultur e s 

in the United States o He tested boys from Orthodox Jewish 

families and compared their performance to that of a group 

of Anglo-Sa~~on Protestant boys. Dershowitz described the 

Orthodox Jewish family as characterized by a dominant 

mother who established close ties to her children and a 

father wh o does not participate actively in the son ' s 

phys ical a nd emotional development. The findings supp orted 

that f a c t that Jewish boys scored in a more field - depe ndent 

directi on on cognitive styles. Dershowitz also tested boys 

from mor e assimilated Jewish families and found that t h e 

scores of this third group fell between those of the 

Orthodox Jewish and Anglo-Saxon groups. He found a strong 
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relationship between personality and culture at formal 

structural levels of cognition. Dershowitz pointed out 

specifically that there is no evidence to suggest that one 

style of cognition is better than the other. 

,, 
Wagenheim and Lopez's Surveys 

In a survey of Puerto Ricans in the United States in 

the 1970's, Wagenheim (1975) found that for the most part 

mainland Puerto Ricans have less formal education than do 

whites, blacks, or other Hispanic groups. Lopez (1974), 

in a survey with the Puerto Rican migrants, reported that 

younger Puerto Ricans in New York were more likely to be 

graduated from high school or to go on to college than the 

older generation. 

The primary goal of education should be self-actualiza

tion of all individuals served, not preparation of indivi

duals to fit existing lots which are determined by economic 

consideration ... (White House Conference of Youth Report, 

1974). Spolsky (1978) said that the role of education is 

not to pass on culture from one generation to the next, but 

to promote a "multicultural man" able to see the world whole 

and feel at one with all its parts. 

Froebel theorized 

It seemed to me that everything which can and 
should be done through education is, in the 
nature of the stages of development through 
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which he must pass implied and given in man and 
in the relationships in which he is set, and the 
educated man is one who has been brought up to 
respect and recognise these relationships, to see 
them as a whole and to control them. (p. 36) 

There are many theories as to the origin, purpose, and 

functions of play. Vygotsky (1967) suggests that play is a 

part of the process of liberating thought and meaning from 

concrete objects. He contends that in symbolic play, the 

child practices substitutions, first by using objects which 

are similar to the object to be represented, and later by 

pretending without any object present. 

Piaget (1962) believed that play in its initial stages 

during the first two years of a child's life is a continua-

tion of assimilation, i.e., purely for functional plea-

sure. The second stage is the symbolic play and the third 

stage is games with rules. The third stage is the transi

tion to adult play, which ceases to be a vital function of 

the mind when the individual is socialized. For Piaget, 

play has a renewed respect as an important aspect of the 

curriculum. The art of teaching is accordingly related 

to an understanding of play. 

Smilansky (1968) elaborated upon Piaget's original 

play categories and labeled them functional play, construc

tive play, dramatic play, and games with rules. In a 
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study with culturally deprived children she found that in 

spite of the development of their language learning pro

cess they did not develop the ability to engage in symbolic 

play. She showed that te?chers who modeled play elicited 

children to assume similar play behavior. 

Freud's (1936) theory of play presents an extensive 

system to explain children's play. Play was a means to ex

press emotions and to master difficulty or conflicting events. 

Using fantasy begins a sense of mastery and self-esteem. 

Children play out personal troubles, fears, and emotions. 

For the behaviorist Sears (1978), play provides opportunity 

for children to explore the make-up of their immediate 

universe by trial and error. It occurs without promise of 

reinforcement by extrinsic rewards. 

Sutton-Smith (1971) said that cross-cultural games are 

tied to functional manners of the culture. He explained 

that for example, games of chance occur in cultures where 

there is punishment for personal achievement, games for 

strategies occur in cultures where the emphasis is on 

obedience and diplomacy. 

Rubin (1977) in a study with children 4 years old, at 

the University of Waterloo, whose major purpose was to re

late the social play hierarchy of Partner (1932) and the 

cognitive play hierarchy of Smilansky (1968) found that 
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lower SES children liked to engage more in sensorimotor 

and parallel play and liked less to engage in associative, 

cooperative, and constructive play. They also found that 

girls engage more in activities such as cutting and pasting 

and painting than boys. Boys were significantly more likely 

to play with trucks, vehicles, and blocks. 

Cohen and Tomlison-Keasey (1980), in a study with 26 

toddlers, designed to compare quality of play when the child 

played alone, when playing with the mother, when playing 

with a peer and when all played together, found that when 

mothers and daughters played together there was a substantial 

creative play. Boys engaged in little creative play with 

mothers but with their peers they were very creative. Re

searchers did not find that play activity was affected by 

different social settings. 

Dewey (1962), Montessori (1965), and Erikson (1964) 

stressed the open nature of spontaneous play which enables 

the child to practice newly acquired skills, to gain self

assurance, to manage life's tasks, and master skil ls needed 

to participate in society. 

Dewey, in its social character,said about play 

It teaches the children about the world they live 
in. The more they play the more elaborate becomes 
their paraphernalia, the whole game being a fairly 
accurate picture of the daily life of their par
ents in its setting clothed in the language and 
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bearing of the children. Through their games 
they learn about the work and play of the 
grown-up world. (p. 79) 

Television Habits 

Television has often been dubbed the "electronic pied 

piper" but television is, without doubt, a way of learning 

(Feinberg, 1977). As a medium that reaches so many people, 

it provokes positive and negative reactions. Much has 

been written about television and violence, television and 

model for children, and the general impact of the truncated 

episode, the phenomenon of quick problem solving. 

On the Ninth Annual Gallup Poll of the Public's At

titude Toward the Public Schools, Gilbert (1978) found that 

the average American child, 12 years old or younger, spends 

2 hours per day viewing television, 30 minutes reading, and 

45 minutes doing homework. It is clearly indicated, 

mentioned Feely (1975), that this is a watching generation. 

Several studies have found that television viewing was 

negatively related to intellectual levels (Starkey & Swin

ford, 1974; Leibowitz, 1977). Others found that television 

could enhance reading habits (Witty, 1966). 

A strong evidence that exposure to filmed aggression 

heightens aggressive reaction in children was found in 

studies by Bandura, 1963, Friedrich, 1978, and Liebert, 
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1972. But in a study with Canadian children Gorn (1979) 

found that the television program Sesame Street produced 

in a very short time a positive change of attitude towards 

children of other racial and ethnic groups. Similar re

sults were found by Coates (1976) with the Mr. Rogers' 

Neighborhood program. 

LaBaron (1974) explained in a study in which community 

and school got involved in a television project , the posi

tive effect s for the community involved and the children . 

To be prepared for the programs the children had to get in

volved in areas of the cornmunity, they needed to do re 

search, to meet people, and to be prepared for questions . 

The result was a very positive one for the community be

cause they came to relate to the lives and schools of its 

children; it also gave the children a sense of full member

ship in a community t hat cared for them. 

The effects of television in a type of prosocial or 

educational television can have a strong impact on children. 

Kittrell (1978) said t hat parents are at least subconscious ly 

aware of television's enormous power over children . When 

families view shows together the programs can have more 

impact upon the children (Kittrell, 1978; O'Bryan & Corder

Bolz, 1978; Friedrich & Stein, 1975; LeBaron, 1974) . 
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Bryant and Corder-Bolz (1978) said that many parents 

are using televi sion as a reward for their young children•s 

good behavior or restricting television viewing to punish 

b a d behavior. They believed that this is a poor practice 

because it is giving too much value to the medium, giving 

or endorsing the medium as something highly desirable. 

Summary of the Literature 

This chapter has presented both theoretical and re

search literature which is related to the areas of study, 

oral tradition, social tradition, education, play, and 

television habits. 

There seems to be unquestionable support for the posi

tion of many authoriti es that oral language is a signifi

cant factor in the development of the human being and that 

it is almost a prerequisite for the development of culture. 

St udi e s indi cate that there is a strong relationship 

betwe e n culture and styles of learning. It also indicate s 

tha t se lf-esteem is learned by the way in which one has 

been treated by others and that education should recogn ize 

and respect the relat ions between self and the culture. 

The literature sustains the importance o f play while 

gi ving evidence to the undefined status of the effects of 

te levision among children, but a growing awareness of its 

powe r over children. 
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Carter and Segura (1979) indicate that cultural values 

in education in Hispanic communities have had no systematic 

research to indicate or verify the real attitude among the 

groups toward education. The present literature search 

adds confirmatory evidence to the lack of research studies 

on Hispanics , not only in education , but in other areas as 

well . 



CHAPTER 3 

DESIGN AND PROCEDURE 

The purpose of this study was to investigate and de 

sc ribe cultural traditions of four different ethnic His 

panic groups in the following areas: oral t raditions, soc

ial traditions, education, play, and television habitsp 

wi th the hope both of increasing our understanding of the 

re lationships of each to the other and of providing cul -

tura l information through which we may clarify the image of 

each of these groups in the United States. The four groups 

involved were: Mexican-American, Puerto Ricans, Cubans, and 

Venezuelans. 

The fascinating theme of cultural awareness has been 

developing with stronger force since World War II (Steward, 

et a l ., 1956) . Defining culture is not an easy task but 

for t h e ind ividual who is different from his Anglo counter

part defining culture is very important. The group of 

people collectively known as Hispanic, go by other names 

to e ach other, Puerto Ricans, Colombians, Spaniards, and 

thes e groups feel the necessity to be recognized as having 

part icular and unique cultures or ways of living and be

l i e ving. 

71 
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This study focused on the central hypothesis: do four 

Hispanic groups differ on the information collected by an 

int erview on their oral traditions, social traditions, educa

t ion, play, and television habits? 

Specific questions were derived for investigation: 

1. Are there common factors in all the groups? 

2. Which types of language activities are developed 

in the home of the Hispanic families related to their cul

tur al heritage? 

3. What do parents seem to do differently from one 

ethnic group to another? 

a. Do they emphasize the acquisition of the 

second language as the most important thing 

to be done? 

b. Do they stress "school" activities such as 

reading, writing, cutting, painting and 

drawing? 

c. Do they read to their children? 

d. Do they emphasize talking? singing? dancing? 

4. What type of games do they play? 

5. Do socio-economic levels seem to affect cultural 

traditions? 

This chapter presents information on the subjects used 

in the research study, the procedures involved for 
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col lecting data in the home through a structured interview, 

and the method of data analysis. 

Subjects 

Eighty-five parents of children whose ages ranged from 

newborn to 60 months old participated in the study. 

Parents were located through different resources 

availa b le: church, acquaintances, and referrals. The 

participants were scattered throughout a large Metroplex 

area, i ncluding rural, urban and suburban communities . One 

interview was done by telephone. 

Among the 85 parents that agreed to participate there 

were 25 Mexicans, 23 Puerto Ricans, 20 Cubans, and 17 

Vene zue l ans. Within the 85 families, there were 42 female 

and 43 male subject children. The sample families covered 

a wide r ange of socio-economic and educational backgrounds . 

(See Append i x B, Tables l , 2, 3, 4.) 

Pa r ents were contacted by telephone or personally to 

ask t h eir availability to participate in the study. Con 

sent f o r ms in both languages, English and Spanish, were 

avail able to the parents. These were signed by the parti

cipan t s in order to be included in the sample . (See 

Appendix C. ) 
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Questionnaire Development 

A questionnaire of 118 items was formulated for the 

interview. The instrument was evolved by the investigator 

from instruments developed by Durkin (1970) and Smith 

(1978). There were necessary modifications made. Follow

ing Babbie's (1974) recommendation on the method of data 

collection, changes in the formulation of the questions 

were made to eliminate double-barreled questions and to 

avoid negative items. A short introduction for the dif

ferent subsections was added to make the questionnaire seem 

less lengthy since a variety of information was requested . 

It als o helped to prepare the respondent for answering the 

questions. 

In the construction of the questionnaire items, the 

researcher pooled items from the work done by Durkin (1970) 

and Smi th (19 78) to provide the basic items for collecting 

the data for analysis. 

Defining the areas for investigation, the researcher 

selected the ones more related to the maintenance of tra 

ditions such as oral language, social traditions, education, 

play among the children . The final area, television, was 

added to see the impact and use of the medium among 

Hispanics. A total of 100 preliminary items were formu

lated. 
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Oral Language 

Language is both a part of culture and a means for 

encoding and transmitting cultural information (Young, 

1972). Language is a very important aspect in our society .. 

Anthropologists and sociologists are in general agreement that 

human culture is acquired or created by man as a member of 

society and that it is cormnunicated largely by oral language 

(Bidney, 1976). Language activity has been carried on by 

parents in their child's early stages and the investigator 

was interested in how different Hispanic groups organized 

their oral language experiences. Oral activities that 

parents could remember from their own childhood were also 

researched. 

Social Traditions 

As living creatures ascend the evolutionary ladder, 

the amount of their behavior that is controlled by fixed, 

that is inherited and unmodifiable, action patterns is 

broken down into smaller and smaller units (Bernardi, 1977). 

These units, social units , are real and meaningful to both 

parents and their children. Their beliefs, their ways of 

living, their standards of rewards, their aspirations, 

their traditions, are part of their da ily living (Durkhein, 

1976; Radcliffe - Brown, 1976). The investigator was in 
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search of the similarities and differences in each of the 

four groups. 

Play as means of recreation has a symbolic signifi

cance and provides a fundamental bond that ties the indivi

dual to his society (Parsons, 1966; Opie, 1960). Play is 

recreation because it continually recreates the society in 

which it is carried on. Its significance for preparing 

young children to participate later on in adult society is 

very important (Dewey, 1962; Montessori, 1965). The in

vestigator was looking for common factors or activities 

among the four groups. Do children behave alike? What are 

the differences within each group? Which games do they 

play? 

Education 

Education should reflect the present and should pro

ject the future supported by studies of the past. 11 The 

primary goal of education should be self-actualization of 

all individuals served, not preparation of individuals to 

fit existing social slots which are determined by economic 

consideration ... " (White House Conference on Youth Report, 

1974). By identifying individual differences among chil

dren, we possibly can provide educational programs that 
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take into consideration or account the interrelatedness of 

cul ture and individuality. In this section the researcher 

wanted to investigate: What are the perspectives in educa

tion for the groups involved in the study? What are their 

aspirati ons ? What are their beliefs? 

Television 

Among the most powerful environmental influences that 

play on children is television. This electronic invader 

has silently usurped part of the children's activities. It 

has altered the ecology of childhood (Looney, 1975). In 

this section the investigator wanted to find out parents • 

concepts of television as an educational aide and the re

lationship b etween parents• attitude toward education and 

programs viewed by their children. 

The general format for the questionnaire was an un

cluttered one in which there was enough 11 whi te space 11 in 

the instrument not to skip any question or not to abbrevi

ate any answer that wou l d result in missing information or 

misinterpretation (Babbie , 1974). 

Pilot Testing of Questionnaire 

The original selection of 121 questions were tested in 

Puerto Rico with 23 families. The researcher was primarily 

concerned about the utility of the questions in each area. 
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The instrument was pilot-tested in the manner intended for 

the final study. 

Analyzing the pilot-test questionnaire the researcher 

made the changes necessary to insure the collection of valid 

information for the final study. The questions of health 

were eliminated since they did not offer pertinent informa

tion for the study. In the area of play, five questions 

were added to increase information in this area, making 

a total of 118 questions. 

The questionnaire was then submitted to a specialist 

in statistics (Note 1) and his recommendations for changing 

and restructuring other questions were followed such as 

changing completely open questions to ones more quantifiable. 

That offered the opportunity to shorten the questionnaire 

and facilitate the final analysis without limiting the 

investigation. 

The final questionnaire was pilot-tested with five 

families. These families were selected in exactly the same 

way intended for the final survey, and they did not partici

pate in the final sample. It was during this pilot-testing 

that the investigator found that most parents preferred 

that the questions be asked in Spanish. A Spanish version 

of the instrument was evolved and reviewed and revised by a 

specialist in Spanish and English to validate that the same 
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ideas were asked in both languages (Note 2). The Spanish 

version of the questionnaire was then tested with two 

famili es following the same procedure as before. During 

the actual study, it was indeed found that parents prefer

red to answer the interview in Spanish. Only three par

ents from the total population preferred the English ver

sion of the instrument. (See Appendix A.) 

Interview Procedures 

Originally the interview was designed for parents only 

but during the pilot-testing in Puerto Rico, the investigator 

found that sometimes the parents did not remember what the 

child really knew. During the interviews when the re

searcher was asking about songs, commercials or poems, the 

child who was incidentally there immediately responded 

saying the poems or singing the songs or corrunercials. So 

children or extended family were allowed to be there for 

the interview sessions. 

Parents were contacted personally or by phone to set 

up an appointment. This appointment was set at a convenient 

time for the parents, preferably when both parents and the 

child were available. 

If the contact was by phone, the parent answering the 

phone was given an explanation of the purpose of the study 

by reading to them in Spanish the first two paragraphs 
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from the Written Presentation to the Subject and asked for 

their consent. (See Appendix C.) Appointments were made 

at any day and hour of the week. 

Visits to the homes were conducted during December, 

1980, January and February, 1981. The investigator visited 

all of the 85 homes, except one. That interview was con

ducted by phone because the family was living in New York. 

Every effort was made to make the visit a friendly, 

informal, non-threatening experience. The investigator 

introduced herself as a Hispanic graduate student of the 

Texas Woman's University. She talked a little about her 

children and the time that her family has been -living in 

in the city. This was found to be an easy way to estab-

lish rapport with the parents and the children. It was a 

way to exchange information and to get to know each other. 

The researcher then proceeded to read the introduction 

of the questionnaire in which the purpose of the study was 

explained, followed inunediately with the section that pro

vided demographic data. The responses to the 118 questions 

were written exactly as the parents answered them. 

Data Analysis 

Table 5 indicates the number of items in each of the 

five areas studied. 



Areas 

Oral culture 

Social Traditions 

Play 

Education 

Television 
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Table 5 

Total 

Number of items per area 

18 

39 

12 

38 

_u._ 

118 

Various analyses were made on the data from the study 

(Table 6). Each area was divided and its questions were 

analyzed accordingly, by Chi-Square, Kruskal-Wallis one-way 

ANOVA or by using a descriptive analysis. 

1. Kruskal-Wallis one-way ANOVA for all ranking items 

between the four ethnic groups. 

2. Cross tabulation and Chi-Square analysis for any 

item which was categorical. 

3. Descriptive analysis for all other items. An 

analysis of the differences between the four Hispanic groups 

follows. 



Areas 

Oral 

Social 

Play 

Education 

Television 
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Table 6 

Data Analysis of the Items 

Kruskal-Wallis Chi-Square 
1-Way Anova 

5' 13, 14 l,3,7,8,9,10 
11,15,16,18 

22 2,6,7,9,10 
12,13,15,17 
18,20,21,23 
24,25,26,28, 
30,31,32,34, 
36,37,38,39 

1 4,5,6,7,8,9, 
10 

4,12,13,21, 2,3,5,6,8,9, 
23,26,31,33, 10,14,16,17, 
34 18,19,20,22, 

24,25,27,29, 
32,33,35,36 

1 2,4,6,8,10 

Descriptive 

2,4,6,12,17 

l,3,4,5,8,ll, 
14,16,19,27 
29,33 

2,3,11,12 

1,7,11 , 15, 
28,30,37,38 

3,5,7,9,11 



CHAPTER 4 

DESCRIPTION OF RESULTS 

The purpose of this study was to identify cultural 

traditions among four Hispanic groups in the United 

States. The study focused on factors which were related 

to what parents did for and with their children and also 

what cultural traits and traditions they remembered from 

their own childhood. 

The study focused on the central hypothesis: Do 

four Hispanic groups differ from each other on the 

information collected by an interview on their oral 

traditions , social traditions, education, play, and 

television habits? The following questions were investi

gated: 

1. Are there common factors in all the groups? 

2. Which types of language activities are developed 

in the home of the Hispanic families related to their 

cultural heritage? 

3. What do parents seem to do differently from one 

ethnic group to another? 

a . Do they emphasize the acquisition of the 

second language as the most important 

thing to be done? 

83 
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b. Do they stress "school " activities such as 

reading, writing, cutting, painting, and 

drawing? 

c. Do they read to their children? 

d. Do they emphasize talking? Singing? 

Dancing? 

4. What type of games to they play? 

5 . Do socio-economic levels seem to affect cultural 

traditions? 

Information concerning the central hypothesis and 

the specific questions was analyzed in the following 

manner: 

1. Kruskal-Wallis one-way ANOVA for all ranking 

items between the four ethnic groups. 

2. Cross tabulation and Chi-Square analysis for any 

item which was categorical. 

3 . Descriptive analysis for all other items . 

An analysis of the differences between the four Hispanic 

groups follows. 

General Characteristics of the Sample 

Eighty-five parents of children ages 5 years or 

under, participated in this study. Seventy-six children 

came from homes with two parents and nine children came 
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from homes with one single parent (Table 7). Out of 

those nine, four live with their mother and other rela-

tives. Relatives among all parents included six maternal 

grandmothers, six maternal grandfathers, three paternal 

grandfathers, three paternal grandmothers, five maternal 

aunts, six maternal uncles, one paternal aunt, and two 

paternal uncles. There was, in addition, one friend 

living in the home, one cousin, and one maid who was 

treated as a member of the family (see Table 8). 

Table 7 

Parental Pattern. in the 85 Subjects' Homes 

Groups Two Parents One Parent 

Mexican 25 

Puerto Rican 15 8 

Cuban 19 1 

Venezuelan 17 

Total 76 9 

Percent 89.5 10.5 
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Table 8 

Relative Pattern in the 85 Subjects' Homes 

Grand- Grand-
father mother Uncle Aunt 

Groups M p M p M p M p Friend Maid 

Mexican 1 1 1 1 

Puerto Rican 1 1 2 1 1 

Cuban 4 1 3 3 3 2 2 1 

Venezuelan 1 1 1 1 

Total 6 3 6 3 6 2 5 1 1 1 

Percent 7.1 3.5 7.1 3.5 7.1 2.4 5.8 1. 2 1. 2 1. 2 

M = Maternal 

p = Paternal 

In the two-parent families, 76 mothers and 67 fathers 

participated in the interview. In four out of the nine 

one-parent families, two grandfathers and three grand

mothers participated in the interview. The last five of 

the one-parent familie s were represented only by mothers. 

An item of interest in this study concerning the 

cultural and traditional activities kept by parents was 

th e number of years that they had been on the mainland. 



87 

The group that had lived longer in the United States was 

the Mexican group (Table 9). Puerto Ricans and 

Venezuelans are more prone to have plans to return to 

their homeland than the other two groups. 

Table 9 

Nwnber of Years Living on the Mainland* 

Number of Years 

Groups 1 2 3-5 5-10 

Mexican 1 3 5 

Puerto Rican 2 6 7 

Cuban 10 1 1 

Venezuelan 6 7 1 3 

Total 18 9 11 15 

*Kruskal-Wallis one-way ANOVA 

Mean Ranks: Mexican, 45.47; Puerto Rican, 45.83; 
Cuban, 30.76; Venezuelan, 20.53. 

Chi-Square 18.28, E < .05 

Corrected for ties 

10* 

16 

8 

8 

32 
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Specific Characteristics of the Four Groups 

Mexicans 

All of the families in this group were two-parent 

families. Nine fathers and 10 mothers were Mexican 

American; that is, they were born in the United States 

from Mexican parents. All of these 19 parents were first 

generation Mexican Americans. 

Out of the 25 families, 6 families had 1 child, 10 

families had 2 children, 4 families had 3 children, 2 

families had 4 children, and 3 families had 5 children. 

Sixty-eight percent of the families spoke Spanish 

more frequently than English. English was spoken in the 

home of the Mexican family 44% of the time. All the 

parents knew how to read in Spanish and 68%, or 17 out 

of 25, could read English. 

Only one family indicated that they did not want 

their child to maintain Mexican traditions, because "she 

will be living in the United States and she must learn 

the American traditions." Forty-four percent of the 

Mexican families felt very proud about their culture, 

44% felt proud, and 12% felt indifferent. As for their 

priorities in life, the family stands first. They were 

all Roman Catholic. 
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Puerto Ricans 

Fourteen of the 23 Puerto Rican families were two

parent families. Nine were one-parent families. Of these 

nine one-parent families, three had maternal relatives 

living in their home. 

Three families had 1 child, eight families had 2 chil

dren, 11 families had 3 children, and one family had 4 chil

dren. Three of the fathers and one of the mothers were 

born in the United States from Puerto Rican parents. 

Eighty-three percent of the Puerto Rican families 

interviewed spoke Spanish more frequently than English. 

English was spoken sometimes in 12 of the 23 homes 

(52 .2%). Twenty-one parents knew how to read in Spanish. 

Two mothers did not know how to read in Spanish, and eight 

parents did not know how to read English. 

One family did not want their child to maintain their 

traditions because they "could not remember them." 

Eighty-three percent of the 23 families felt very proud 

of their culture, and 17% felt proud. The family, again, 

was designated the number one priority, followed by 

religion. There were 95.7% Roman Catholics and 4.3% 

Protestants. 
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Cubans 

Nineteen out of the 20 families were two-parent 

families, leaving only one one-parent family. The one

parent family had maternal relatives living in the home, 

grandparents and an aunt. In the two-parent families, 

eight had relatives at home, including maternal and 

paternal relatives. 

Nine of the 20 families interviewed had one child, 

eight had two children, and three families had three 

children. One of the Cuban women was married to a 

Mexican and another one to a Columbian. 

Eighty-five percent of the Cubans spoke Spanish more 

frequently than English. English was spoken some of the 

time in 7% of the homes. Only 45% of the families 

could read English and Spanish. Fifty-five percent did 

not know how to read English. 

Two of the families did not like their children to 

maintain their Cuban traditions. ·rhe reason given by 

one family was "because she will never go back to our 

native land," and the other reason given was a religious 

one. 

Forty-five percent of the Cubans felt very proud 

of their culture. Fifty percent felt proud, and 5% felt 

not very proud. Again, family was given as the first 
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priority in life. There were a variety of religious 

affiliat i ons. Seventy percent were Roman Catholic , but 

not active. Five percent were Baptist, 5% were Jehovah's 

Witnes ses , 15% were Church of Christ, and 5% were agnostic. 

Venezuelans 

All of the Venezuelan families were two-parent 

famil ies. Only one of t he women was married to an 

American. This family had the maternal grandmother living 

with them. Two of the families had maternal relatives 

and one had a maid who was treated as part of the family~ 

Six of the families had one child, seven families had 

two children, three famil ies had three children, and one 

family had four children. 

Fifteen out of the 17 families spoke Spanish more 

freq uently than English. English was spoken some of the 

time in the Venezuelan homes. Only one mother did not 

know how to read English. All of them knew how to read 

Span ish. 

One of the families did not want their child to 

maintain their traditions because they wanted her to 

have experiences with new traditions. They said that 

later she could decide which traditions to keep. 

Ei ght of the 17 Venezuelans felt very proud about 

thei r culture. Five felt proud, two felt indifferent, 
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and two felt not very proud. Fifteen of the Venezuelans 

(88.2%), selected their family as their number one 

priority in their life. Ninety-four percent were Catholic, 

and 5.8% were affiliated with the Church of Christ. 

Analysis of the Significant Differences 

Among the Four Groups 

Oral Tradition 

This cluster will analyze the oral traditions--which 

types of language activities are developed in the home 

of the Hispanic? What do parents seem to do differently 

from one group to another? 

It was interesting to find that among the first things 

mothers do with their children to transmit their culture, 

almost intuitively, is to sing to them. Ninety-six 

percent of all mothers sang to their children. Most of 

the mothers taught nursery rhymes, songs, poems, and 

prayers. 

As expected, most of the songs that mothers used 

were lullabies. More Puerto Rican mothers sang lullabies 

to their children than the other three groups. Among the 

ones who did not sing to their children, 50% were Mexican 

(see Table 10). 



Puerto 
Mexican Rican 

** 
Yes 17.2r 34.5 

** 58.8c 9 5. 2 

13.9 
t** 

27.8 

No 50.0 7.1 

41.2 4.8 

9.7 1. 4 

*Chi-Square ( 3) 
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Table 10 

Lullabies* 

Total Percentage 

Cuban Venezuelan of Population 

27.6 20.7 80.6 

84.2 80.0 

22.2 16.7 

21. 4 21. 4 19.4 

15.8 20 .0 

4.2 4.2 

8.18, E < . 05 **Row%~Col%~Total% 

Fifty percent of the parents used traditional songs, 

and 25% used popular songs to rock their babies to sleep 

or to keep them quiet (Appendix D) . 

Early in their children's life, Hispanic parents 

began the children's education through oral games. Among 

those games were the following ones: Tortitas (Torticas, 

Tortillitas), La linda manita (Manito monga, Manita 

desingUesada, Manita quemada) , Pon-Pon, and Topi-Tope 

(Carnerito , Topito borrego) . There were significant 

differences in each of the games among t h e four groups. 
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La linda manita and Tortitas are games that increase 

the motor and sensory development in children. Most of 

the parents taught Tortitas to their children. Among the 

four groups, all of the Puerto Rican mothers did and 

70% of the Mexican mothers did. Among the ones who did 

not, the greatest difference was between the Puerto 

Ricans and Mexicans (see Table 12). That is, out of the 

22.2% of parents who did not teach La linda manita, 62.5% 

were Mexican mothers and 6. 3 were Puerto Rican. 

Table 11 

Tortitas* 

Total Percenbage 
Puerto 

Mexican Rican Cuban Venezuelan o f Population 

** Yes 19. 7r 34.4 27.9 18.0 84.7 

** 70. 6c 100.0 89 .. 5 73.3 

16.7 
t** 

29.2 23.6 15.3 

No 4 5. 5 00.0 18.2 36.4 15.3 

29.4 00.0 10.5 26.7 

6.9 oo.o 2.8 5.6 

*Chi-Square ( 3) = 8.24, E < .05 **Row%-Col%-Total% 



Mexican 

r** 
Yes 12. 5 

c** 
41. 2 

t** 
9. 7 

No 62 .5 

58.8 

1 3 .9 

95 

Table 12 

La Linda Manit a* 

Puerto 
Rican Cuban Venezuelan 

35.7 30.4 21. 4 

95.2 89 . 5 80.0 

27.8 23.6 16.7 

6.3 12.5 18.8 

4. 8 10.5 20.0 

1 .4 2.8 4.2 

Total Percentage 

of Population 

77.8 

22.2 

*Chi-Square (3 ) = 18 . 43 , E < . 05 **Row%-Col%-Total% 

Topi-Tope is another infant game t hat requires 

concentration an d it i s taught by the majority of the 

mothers. In this game, Cub an and Venezu e l an parents tend 

to t each it more than the Puerto Ricans a nd the Mexi c ans 

(Table 13) . 

Most of the par ents tea c h infa nt games to their 

children, but there are less Mexican p a ren t s teaching 

games to their c h ildren t h an among the other groups 

(Table 1 4) . 
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Puerto 
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Table 13 

Topi-Tope* 

Total Percentage 

Mexican Rican Cuban Venezuelan of Population 

** 13.2r 21.1 34.2 31. 6 52.8 

** 29.4c 38.1 68.4 80.0 

6.9 t** 11.l 18.l 16.7 

35.3 38.2 17.6 8.8 47.2 

70. 6 61. 9 31. 6 20.0 

16.7 18.l 8.3 4.2 

*Chi-Square (3) = 11.87, p < .05 **Row%-Col%-Total% 

Table 14 

Pattern of Teaching Infants Games 

Among the 85 Families* 

Mexican 
Puerto 
Rican Cuban Venezuelan 

Mean Ranks 24.38 41.31 36.58 40. 2 3 

*Kruskal-Wallas one-way ANOVA 

Chi-Square= 7.88, p < .05 

Corrected for ties 
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The development of vocabulary was considered 

extremely important by Hispanic parents. They were very 

supportive in increasing vocabulary and improving language 

usage in English (see Table 15) as well as in Spanish. 

Yes 

No 

Table 15 

Pattern Among Parents to Increase Their Children's 

Vocabulary in English* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

18.4 
r** 

36 .7 20.4 24.5 76.6 

** 56.3c 94.7 6607 85.7 

14.1 
t** 

28.1 15.6 18.8 

46.7 6.7 33.3 13.3 2 3. 4 

43.8 5.3 33.3 14.3 

1 0 .9 1. 6 7.8 3.1 

*Chi-Square (3) = 8 . 65 , E < . 05 **Row%-Col%-Total% 

They help to build their children ' s vocabulary through 

folktales, mainly traditional or with universal ones like 

Three Little Pigs, Little Chicken, Red Riding Hood, but 

also with ones from their own childhood like, Juan Bobo va 
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( /, 
de fiesta, La princesita que ten1a los dedos mag1cos, 

., 
Los cuentos del Ratoncito Perez y la Cucarachita Martina, 

and many others. 

Parents remembered that their parents helped them 

to increase their vocabulary when they were children. But 

among all the groups, there were significant differences 

(Table 16). All of the Cubans remembered their parents 

as helping them to increase their vocabulary. Out of the 

12% that did not remember, 62.5% were Mexican. 

Table 16 

Pattern in Vocabulary in Parent's Childhood* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** Yes 19. or 29.3 29.3 22.4 87.9 

** 68.8c 89.5 100 .. 0 92.9 

16.7 
t** 25.8 25.8 19. 7 

No 62.5 25.0 0.0 12.5 12.1 

31. 3 10.5 0.0 7.1 

7 .. 6 3.0 0.0 1. 5 

*Chi-Square ( 3) = 8.21, E< . 5 **Row%-Col%-Total% 
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Summary of Oral Traditions 

Oral cultural traditions are being continued by 

parents in one way or the other. The Mexican group, 

seemingly less oral than the three other groups with 

their children, still have a high percentage of oral 

activities. 

There is a great variety among the oral activities 

that parents remember from their own childhood (see 

Appendix E). Most of the oral activities are similar to 

one another, or with the same tune and different lyrics. 

The majority of these activities are handed down by word 

of mouth. 

Social Traditions 

In this cluster, social traditions that parents kept 

and considered important are presented individually in 

most of the cases, in order to give specific facts for 

each one of the groups involved in the studyo 

Are there common social traditions in all groups? 

What are the traditions they kept? What are the tradi

tions that they changed or no longer maintain? 

For all groups in the study, the family was their 

number one priority in life. In social engagements, the 

family got together in a variety of activities such as 

going to the movies, going shopping, visiting relatives, 
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going to the park, on picnics, or camping. There were, 

however, subtle differences among each group. For 

example, Mexicans, Puerto Ricans, and Venezuelans visit 

their relatives more than the Cubans. A point, however, 

should be made here; 55% of the Cuban families interviewed 

in this study had been living in the United States l year 

or less, and all of them had just arrived from Cuba. 

Mexicans go shopping with their family less than 

the other three groups. Cubans do not go to the movies 

as much as the other groups. Mexicans, Puerto Ricans, 

and Venezuelans plan their vacations ahead of time. 

One item of interest analyzed individually is that even 

though 55% of the fathers, 7% of the grandmothers, and 

18% of the children participate in the planning of the 

vacations, mothers were usually the ones who made the 

plans. More Puerto Rican women made the vacation plans 

than any other women in the other groups. It should be 

pointed out, however, nine of the Puerto Rican families 

are one-parent families, even though this number did not 

alter the fact that more Puerto Rican women plan their 

vacations for their families (see Table 17). 

Families keep their ties together by visiting each 

other and visiting their extended families. More than 

half of the families in this study v isited their relatives 
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during their vacations or on Christmas holidays. More 

Puerto Ricans traveled to visit their homeland than any 

other group. 

Table 17 

Pattern of Vacation Planning Among Women* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

Yes 18.6 
r** 

39.5 18.6 23.3 59.7 

** 47.lc 81.0 42.1 66.7 

11.1 
t** 

23.6 11.1 13.9 

No 31.1 13.8 37.9 17.2 40.3 

52.9 19.0 57.9 33.3 

12. 5 5.6 15.3 6.9 

*Chi-Square (3) = 7.82, E ( .0 5 **Row%-Col%-Total% 

In this study, 77% of the families had the house

work divided among all members of the family. In analy

zing the data per group to see common patterns, it was 

found that Puerto Ricans, Cubans, and Venezuelans had 

a better balance in the housework among the family members 

on a consistent basis. Mexican mothers (46%) tended to 
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carry all of the housework and only 9% had the household 

work distributed among family members (see Table 18). 

Yes 

No 

Table 18 

Pattern of Distribution of the Housework in the 

85 Families 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

9.1 r** 31. 8 34.1 25.0 77.2 

** 40.0c 77.8 88.2 91.7 

7.0 t** 24.6 26.3 19. 3 

46.2 30.8 15.4 7.7 22.8 

60. 0 22.2 11. 8 8.3 

10. 5 7.0 3.5 1. 8 

*Chi-Square (3) = 10.47, p < .05 **Row%-Col% -Total% 

Going in depth with th~ questi6ns with the fathers, 

the investigator found their answers varied and interest

ing. All of the fathers helped their parents when they 

were young, in house chores like cleaning bathrooms, doing 

t he dishes, throwing away the trash, and other jobs 

similar to these. 
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In this study, 99% of all parents agreed that 

children should behave. Most of them believed that 

children should obey their parents without arguing, others 

believed that children should behave by being silent, 

and 6 parents out of 85 believed that children should 

lower their heads when their parents were reproaching 

them. 

Parents offered other alternatives to handle 

behavior problems. Forty-four of the parents thought 

that they should reason with their children about the 

action involved and evaluate the action accordingly, 

usually by taking away some activity that the child 

enjoyed. 

Discipline was divided more or less equally among 

parents {52% fathers, 49% mothers). Mothers tended to 

delegate the discipline to the fathers when they were at 

home. The methods of controlling behavior and punishment 

used were more or less similar among the four groups. 

Sending the child to the room, talking to the child, 

taking away activities the child liked for a short period, 

and as the last resource, spanking, were the most conunon 

ways of controlling behavior among all groups. All of 

the families agreed that spanking was not the best way 

to control the behavior of the children. They preferred 
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to praise the child when doing something good with a hug 

and a kiss or with small rewards like an iae-cream, time 

for television, a candy, or by giving permission to go 

outside. 

The relationships among the children and their 

parents seemed very informal. During the interviews, 

children felt free to interrupt, in a well mannered form, 

and talked with their parents or with the interviewer. 

They were completely at ease with their parents and 

their siblings or other relatives. They like to hug and 

to be hugged, and they liked to talk a great deal! 

Children participat~d with their family at the 

dinner table. Children were the ones to do most of the 

talking, but the parents participated as wellw 

The general consensus among all the groups was that 

they felt satisfied with their present social level, but 

that they would like to be in a higher socio-economic 

level. Analyzing this q uest ion individually, it was 

found that among the ones who did not like to be in higher 

socio-economic levels more than h~!f we~e Mexican 1see 

Table 19). 

Most of the parents had their plans of progress in 

process, that is, they were still striving for accomplish

ment. None of the Mexican families or the Puerto Rican 
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families had given up their plans or hopes (see Table 20). 

Out of the 2.2% that have given up their plans, 50% were 

Cuban and 50% were Venezuelans. 

Table 19 

Pattern of Aspirations Among the 85 Families* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** Yes 19.0r 33.3 28.6 19.0 87.5 

** 70.6c 10 0. o. 94.7 80.0 

16.7 t** 29.2 25.0 16.7 

No 55.6 0.0 11.1 33.3 12.5 

29.4 0.0 5.3 20.0 

6.9 0.0 1. 4 4.2 

*Chi~square (3) = 9.13 , E < .05 **Row%-Col%-Total% 

Among the social celebrations common to all the 

families involved in the study as well as with many others, 

was Christmas. This is a religious celebration that came 

to the Hispanics through the Spaniards. It is a very 

special occasion that bbings families together. Almost 

all of the families celebrated Christmas, that is, all 

Mexicans, Puerto Ricans, and Venezuelans do. Cubans :were 
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Table 20 

Pattern of Accomplishment of Initial Family Plans* 

Completed 

Still in 
Process 

Given up 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

12. 5 r** 0.0 62.5 25.0 22.2 

** 11. 8c 0.0 52.6 26.7 

2. 8 
t** 0.0 13.9 5.6 

27.8 38.9 14.8 18.5 75.0 

88.2 100.0 42.1 66.7 

20.8 29.2 11.1 13 ~9 

o.o 0.0 50.0 50.0 2.8 

0.0 0.0 5.3 6.7 

0.0 0.0 1. 4 1. 4 

*Chi-Square (6) = 20.86, E < .05 **Row%-Col%-Total% 

the only group that had some families who do not celebrate 

Christmas. It is important to remember that 55% of all 

the Cubans interviewed had just arrived from Cubae For 

most of the families of this group this past year has been 

the only Christmas they had ever had in their lives, since 

Christmas celebration was not permitted in Cuba. Some 

families however, did manage to have their traditional 

Christmas dinner on the 24th of December . 
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Since Christmas is a special celebration families 

get together with their immediate family and their 

extended families. Most of the families celebrated 

Christmas the same way they did as children. Cubans 

for the reason explained before, celebrated Christmas 

in the traditional Hispanic way. Santa Claus is not 

part of the Hispanic Christmas traditions, but 75% 

of the parents used Santa as the person who "brings" 

the gifts to the children. One-fourth of the families 

used the traditional Baby Jesus (Nino Jesfs) in their 

celebration, with the Venezuelan group the one who used 
I 

Nino Jesus more frequently. 

Another cultural tradition directly related with 

I 
Christmas is the celebration of El dia de los Reyes Magos 

(Three Wise Men). This is a Hispanic custom and is a 

celebration in which the children are given gifts in 

commemoration of the gifts that the Three Wise Men offered 

- / 

Baby Jesus (El Nino Jesus). It was found that 53% of 

all the families maintained this tradition. Among the 

groups, the Venezuelan and Puerto Ricans celebrate it 

more, the Mexicans ce lebrated it the least (see Table 21). 



Yes 

No 

Mexican 

8.1 r** 

17.6c ** 

4.3 t** 

42.4 

82.4 

20.0 
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Table 21 

Three Wise Men Celebration* 

Puerto 
Rican Cuban Venezuelan 

37.8 24.3 29.7 

70.0 47.4 78.6 

20.0 12.9 15.7 

18.2 30.3 9.1 

30.0 52.6 21. 4 

8.6 14.3 4.3 

Total Percentage 

of Population 

52.9 

47.1 

*Chi-Square (3) = 14.76 , E < .05 **Row%-Col%-Total% 

There are other traditions, previously related with 

religion, which throughout the years have been modified 

toward social activities rather than religious ones. 

Baptism, First Communion, Fifteenth Birthday, and 

'Cornpadrazgo' are among those. Large festivities are 

part of these activities and almost all the families, 

81%, plan to keep these traditions. The ones that do not 

want to keep them offered religious reasons for the 

change. Compadrazgo (Godparenting) is a tradition that 

all the parents agreed to as one of the"strong" ones. 
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Among all the groups they respect the selection and 

relation with the godparents as almost "sacred." This 

special relation is handed down to their children. The 

children must respect their godparents as they do their 

parents and must keep a close relationship with them. 

There are other traditions common to all the groups, 

also related by religion customs. Feast celebrations 

are very unique because every town or city has a "patron" 

or a Saint to protect the city. Every year each town 

celebrates its Saint day with parades, floats, queens, 

Merry-go-rounds, and other festivities. If the city is 

near a beach, the celebration involves taking the image 

or a portrait of the Saint in a boat ashore and bringing 

it back to the church. 

Puerto Ricans have their San Juan Feast Day. Since 

this is the patron of San Juan, the capital of the 

island, every town celebrates it. In this day almost 

every one goes to the beaches and at midnight, the custom 

goes, every one must get into the water. There are 

a lot of mixed ideas about this tradition but every 

"good Puerto Rican" must follow the custom . 

The celebration for la Virgen de la Caridad del 

Cobre, is a very special celebration for the Cubans. It 

is a mixed ritual from Catholic traditions with spiritism 
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(white magic). The families and friends gather together 

to sing and pray to the saint. All good Cubans must 

have an image of the saint as well as one of an Indian 

for their "protection." 

Venezuelans have "Los diablos de Yare." On this 

day, every one should have a costume of a devil or at 

least color the~r faces and pin a tail on their backs. 

Families get together and begin to dance in a row and the 

one who fails to keep the movements gets caught as the 

"devil." 

"Las Posadas"is a beautiful tradition that Mexicans 

maintain. It remembers the path that Mary and Joseph 

went through in search for a place to rest. It starts 

the 16th day of December and goes through the 24th . 

Mexicans gather together and sing asking for "posada" 

(a place to stay) until someone opens the door , then the 

music changes, the tempo becomes a faster and happier 

one , every one enters the home and the hostess offers 

food and drinks. The manger is left in the house until 

the next day. The next day the hostess carries the 

manger to the next house. The last day the manger should 

return to the church, or the initial house, until next 

year. 
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Similar to this "Posadas", Puerto Ricans celebrate 

"Misas de Aguinaldo." These are masses celebrated very 

early in the morning (5:00 to 6:00 a.m.) from the 16th 

of December through the 24th. Every one sings Christmas 

carols, and after mass families get togethe r to have 

coffee and sweet bread (mayorcas). 

All groups remembered the vigil of the dead, 

"velorio de muertos," a special tradition following the 

burial. For nine days families and friends get together 

to say the rosary. During the celebration the family of 

the house should offer hot chocolate, cheese and 

crackers, and have liquers for the men. 

During Christmas time the celebration to say the 

rosary to the Three Wise Men (Rosario de Los Reyes Magos) 

is still celebrated among the Puerto Ricans . This 

rosary is very special because it must be sung all the 

way through in a very long process. After the "Rosario" 

the hostess offers presents to the children. 

The "Holy Week" is a sacred celebration among all 

the groups. During the whole week in their homelands 

the activities are kept in a low key . On Holy Thursday 

and Holy Friday, all businesses are closed. Every family 

visits the churches and girls usually are dressed in 

whi~e. Easter Sunday is celebrated, but bunnies are not 
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used as in the United States except by Puerto Ricans. 

Families get together and go to church followed by a 

special dinner. Usually another family is invited to share 

the festivity. 

Even though in this study traditional food was not ;-. 

investigated because it has been examined thoroughly by 

other researchers, parents mentioned it in relationship 

to Christmas. For the Mexican las enchiladas, los 

bunelos, los frijoles and the asado de res (Roast beef , 

beans, and a special kind of sweet cookie), and for 

the Cubans, Venezuelans and Puerto Ricans, lechdn a la 

varita (pork roasted in a stick), arroz con gandules 

or frijoles negros, pasteles and arroz con coco. 

It was found in this study that the traditional 

blessing "la bendici6n , " one of the oldest Spanish 

traditions, is most likely to be preserved by the 

Venezuelans and the Puerto Ricans than among the Cubans 

and the Mexicans. This custom requires the children to 

"as k" their parents and relatives the blessing when 

arriving and before leaving the house , usually accompanied 

by a kiss. 

Comparisons of families whose parents used to give 

grace at mealtime indicated that these families are con

tinuing the practice with their children (Tables 22 and 23). 
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Table 22 

Did Your Parents give Grace at Mealtime*? 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** Yes 23.5r 47.l 23.5 5.9 48.6 

** SO.QC 76.2 42.1 14.3 

11. 4 
t** 

22.9 11.4 2.9 

No 22.2 13.9 30.6 33.3 51. 4 

50.0 23.8 57.9 85.7 

11.4 7.1 15.7 17.l 

*Chi-Square (3) = 13.33, E < . 05 **Row%-Col%-Total% 

The tradition of praying with their children . at 

bedtime is remembered by all the parents and 72% of 

the parents are continuing to carry on the activity with 

Spanish prayers. 

Sununary of Social Traditions 

Among all the groups, Hispanic traditions brought 

by the "conquistadores" (conquerors) and taught by the 

Catholic church have been maintained. It is rather 

amazing how all the groups with all the changes that 
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Table 23 

Parents That Give Grace at Mealtime* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** 17.2r 48.3 24 . 1 10.3 41. 4 

** 29.4c 66.7 38.9 21.4 

7.1 t** 20.0 1 0 . 0 4 .3 

29.3 17.1 26 .8 26.8 58.6 

70. 6 33.3 61. l 78.6 

17.1 10.0 15 . 7 15 . 7 

*Chi-Square (3) = 8.88, E < .05 **Row%-Col%-Total% 

have occurred in their lives cling to their Hispanic roots 

and in addition attempt to pass them down to their 

children. 

It seems that the Mexicans are the group that have 

been changing the most. They seem to be not doing as 

much as the other groups to maintain the social traditions 

investigated in this study. It is also true that Mexicans 

are the group that have been living the longest in the 

United States. 
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Play, as music , is an universal language. Children 

can relate and conununicate to one another with games 

without oral language. But. are Hispanics different 

from any other group, Do they differ among themselv e s? 

What type of games do they play before schooling? 

According to the analysis of the data in this 

study, most of the Hispanic children like to play outside: 

they like running, playing with dolls, riding their t~icycles, 

playing with balls, c ars , and other toys. Among the 

four groups, Puerto Rican children liked outdoor play 

more than the other Hispanic children. 

A very interesting statistic was found. Eighty-eight 

percent of the children do not like to plqy with tools 

or to engage in quiet games. 

When no other children are available, children 

among all groups tended to play with their toys , thei r 

siblings or watch television. Children seemed not to 

seek their mothers • attention if they did not have some

one to play with. Children usually played with chi~dren 

of their same sex. Fathers allowed their boys to play 

with girls but mothers allowed their boys to play with 

girls more than fathers (see Tables 24 and 25) · 
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Mexican, Puerto Rican and Venezuelan fathers 

allowed their boys to play with girls more than the 

Cuban fathers (see Table 24). 

Table 24 

Father~' Attitude Toward Boys Playing with Girls* 

Total Percentage 
Puerto 

Mexic an Rican Cuban Venezuelan of Population 

** Yes 24.2r 33.3 12.1 30.3 76.7 

** 72.7c 100.0 13.6 100.0 

18.6 
t** 

25.6 9.3 23.3 

No 30.0 0.0 70.0 0.0 23.3 

27.2 0.0 63.6 0 .0 

6.9 0.0 16.3 0.0 

*Chi-Square (3) = 11.09, E < .05 **Row%-Col%-Total% 

Mexican, Puerto Rican, and Venezuelan fathers 

allowed their girls to play with boys more than the 

Cuban fathers. (see Tables 26 and 27). All the Venezuelan 

mothers allowed their girls to play with boys. 
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Table 25 

Mother's Attitude Toward Boys Playing with Girls* 

rrotal Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** 28.2r 2 8. 2 17.9 25.6 90.7 

** 100.0c 100.0 63.6 100.0 

25.6 
t** 

25.6 16.3 23.3 

0.0 0 .0 100.0 0.0 9.3 

0.0 0.0 36 . 4 0 .0 

0.0 0.0 39.3 0.0 

*Chi-Square ( 3) == 19. 12, E < . 0 5 . **Row%-Col%-Total% 
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Table 26 

Father's Attitude Toward Girls Playing with Boys* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** 36.7r 30.0 10.0 23.3 76.9 

** 78 . 6c 90.0 37.5 100.0 

28.2 t** 23.1 7.7 17.9 

33.3 11.1 55.5 0.0 2 3 .1 

21.4 10.0 62.5 0.0 

7.7 2.6 15.4 0.0 

-4iChi-Square ( 3) = 11. 7 8, E < .05 **Row%-Col%-Total% 
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Table 27 

Mother's Attitude Toward Girls Playing with Boys* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

34.3 r** 65.7 14.3 20.0 85.36 

** 8 5 . 7c 91. 7 62 . 5 100 . 0 

29.3 t** 26.8 12.2 17 . 1 

33.3 16.7 50.0 0.0 14.64 

14.3 8. 3 37.5 0.0 

4.8 2.4 7.3 0.0 

*Chi-Square (3) = 11.09, E < .05 **Row%-Col%-Total% 

I n g e neral more pare nts are allowing their children 

to play with one another no matter their sex. 

What about toys? Parents allowed their girls to 

play with trucks and guns but they would not allow their 

boys to play with girls' dolls. More Venezuelan parents 

allowed their girls to play with t rucks and guns (see 

Tables 28 and 29). 

Children among all groups preferred traditional 

toys, like dolls for girls and trucks for boys. Parents 

tended to buy educational toys for their children including 
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books, crayons, magic markers, and coloring books. 

Fifty- eight percent of the children liked to play with 

crayons and papers almost every day. 

Yes 

No 

boys 

Table 28 

Parent ' s Attitude Toward Girls Playing with 

Guns and Trucks* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

32.lr** 28 .. 6 17.9 39 . 3 68.3 

** 6.43c 66.6 62 . 5 85.7 

21.9 t** 19.5 12.2 15.6 

38.5 30 . 8 23 .. 1 7o7 31. 7 

35 . 7 33.3 37.5 14.3 

12.2 9. 8 7.3 2 . 4 

*Chi-Square ( 3) = E < .05 **Row%-Col %-Total% 

Fifty percent of all the parents that allowed their 

to play with dolls were Mexican ( s e e Table 29) . 



Yes 

No 

121 

Table 29 

Parent's Attitude Toward Boys Playing with Dolls* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** so.or 20" 0 10.0 20.0 23. 3 

** 45.Sc 18.2 9 . 1 20.0 

11. 6 t** 4.6 2.3 4.7 

18.2 27.3 30.3 24.4 26.7 

54.5 81. 8 90.9 80.0 

13.9 20.9 23.3 18.6 

*Chi-Square (3) = 13.04, E < .05 **Row%-Col%-Total% 

S ununary of Play 

Children from the four Hispanic groups in this study 

like to engage in activities that require more energy 

and movement. They preferred traditional toys like dolls 

for girls and trucks for boys. 

Mexican, Puerto Rican, and Venezuelan parent~ 

allowed their boys to play with girls more than the Cuban 

parents. More Mexican parents allowed their boys to play 

with dolls than any other group, and more Venezuelan 

parents allowed their girls to play with guns and trucks 

than any other group. 
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Education 

In this cluster, answers for the following questions 

are presented for each group in the study. 

Do parents emphasize the acquisition of the second 

language as the most important thing to be done? Do they 

stress "school activities" such as reading, writing, 

cutting, painting, and drawing? Do they read to their 

children? 

Children in this study had been taken care of 

mostly by their mothers. Hispanic mothers seem to 

be sending their children to school at earlier ages. 

They were willing to send their children to school, 

even if they were not working at ages 3 or 4, because 

the parents felt this early schooling is a good prepara

tion for elementary school. 

There are differences among the groups (see Table 

30). All the Puerto Rican mothers would send their 

children to nursery school. Out of the 27% that would 

not, 50% were Mexican mothers, 30% were Cubans, and 

20% were Venezuelans. 

Venezuelan and Puerto Rican mothers believed that 

nursery school is a good preparation for school (see 

Table 31). Cuban and Mexican mothers believed this the 

least. 
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Table 30 

Parent's Attitude Toward Sending Their 

Children to Nursery School* 

Total Percentage 
Puerto 

Mexican Rican Cuban Ve nezuelan of Population 

** 14.8r 40.7 29.6 14.8 73.0 

** 44.4c 100 .. 0 62.7 66.7 

10.8 
t** 

29.7 21. 6 10.8 

50.0 0.0 30.0 20.0 27.0 

55.6 0.0 27.3 33.3 

13.5 0.0 8.1 5.4 

*Chi-Square (3) = 7.91, J2. < . 0 5 **Row% - Col%-Total% 
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Table 31 

Parent's Opinion--Nursery School is a 

Good Preparation for School* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

6.9 r** 48.3 10 . 3 34.5 40.3 

** 11.8c 66.7 15.8 66.7 

2.8 t** 19.4 4.2 13.9 

34.9 16.3 10.3 34.5 59.7 

88.2 33.3 84.2 33.3 

20.8 9.7 22.2 6.9 

*Chi-Square ( 3) = 20.90, E < .05 **Row%-Col%-Total% 
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Sixty-three percent of all children had attended 

nursery school, mostly 1 year or less. The children 

liked the experience, even though sometimes they asked 

their mothers if they could stay home. Mothers usually 

handled this situation by explaining to their children 

the benefits of school. One of the mothers said that if 

the child did not want to go to school , she preferred 

not to take him to school. 

Education was cited among all the groups as one of 

their highest goals for accomplishment in life. Ninety

six of all groups wish higher educational levels for their 

children . The majority of the parents expected their 

children to go to college and 40% of the parents desired 

a minimum of 4 years of college for their ch i ldren. 

They believed that as years go by, it would be harder for 

their children to find good jobs so they must be highly 

prepared e 

Occupational expectations were not cormnon among all 

groups. College education and higher professional careers 

were highly praised (see Table 32) . The Venezuelans 

said that they would allow their children to make 

decisions for themselves . 
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Table 32 

Educational Aspirations Among Parents* 

Total Percentage 
Puerto 

Mexican Rican Cuban Ven ezuelan of Population 

14. 3 
r** 

7.1 14 . 3 64.3 19.4 

11. 8 
c** 

4.8 10 . 5 60 .0 

2.8 
t** 

1. 4 2.8 12 . 5 

25.5 36.4 27.3 10.9 76.4 

82.4 9 5. 2 78.9 40.0 

19.4 27.8 20.8 8.3 

33. 3 0.0 66.7 o.o 4.2 

5.9 0.0 10.5 0.0 

1. 4 0.0 2 . 8 O~O 

*Chi-Square (6) = 23.44, £ < .05 **Row%-Col%-Total% 

Parents, mostly mothers, but f athers as well, 

devoted time for teaching their children the colors, 

numbers, songs, poems, and games . They offered the chil

dre n materials they could use to write , and all of them 

allowed their children to play with these materials every 

day. 

Availability of materials in English and Spanish 

ranged from moderate to very good. Children had lots of 
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books, and the children preferred animal books, fairy 

tales and other books such as number books, religious, 

sports, and science fiction. 

In most of the families parents read to their 

children every day. Forty percent of the Buerto Rican 

parents, 27% of the Mexicans, 19% of the Cubans, and 15% 

of the Venezuelan parents read to their children at least 

20 minutes each day (see Table 33). 

Table 33 

Reading Pattern with the Children* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** Yes 27.lr 39.6 18.8 14 .6 70.6 

** 72.2c 95.0 56.3 50.0 

19 . 1 t** 27.9 13.2 10.3 

No 25.0 5.0 35 . 0 35.0 29.4 

27.8 5.0 43.8 50.0 

7.4 1. 5 10.3 10.3 

*Chi-Square ( 3) = 10.26, E < . 05 **Row%-Col%-Total% 
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Parents really appreciated the value of early 

learning, but their opinions were split when the question 

of learning to read arose. Forty-nine percent of the 

parents believed that children should learn to read in 

Spanish first and then in English. Fifty-one percent 

of the parents believed that it should be in English 

first . The ones inclined toward Spanish first reasoned 

that their children would understand it better, that 

they could help their children, and that it is their 

native language. 

The ones inclined toward English first reasoned 

that English is the language used in school. There were 

others that believed that reading should be in both lan

guages at the same time. 

Sununary of Education 

Education was highly encouraged among all groups. 

College education and higher professional careers were 

highly valued. But all parents believed that education 

is the best heritage that they can offer to their children. 

Parents among all groups got involved with their 

children offering them a good preparation for school. 

These children had a good variety of materials to use at 

home and their parents let them and encouraged them to 

use them daily. Parents got excited and proud as they 
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talked about their child's accomplishments, and usually 

asked the child to show off his knowledge to the 

interviewer. 

Parent's attitude toward the language used to teach 

the child to read was mixed, with half believing Spanish 

should be first, and half believing English should be 

first. A few felt that both languages could be taught 

at the same time. 

Television 

In this cluster, televisi,on habits data among His

panic families are reported. Answers for the following 

questions are presented: What are the television viewing 

habits among the four groups? What are the childrens' 

favorite programs? 

It was fo und that there was a heavy use of tele

vision, more th an 25 hours per week, for recreational and 

educational purposes. Sesame Street, cartoons, 1=2--·J_ 

~gntact , and Wonder ~ome~. were among the children I s 

favorite programs- (See Appendix F.) 

Most of the parents were aware of the use of tele

vision for educational purposes and they used it with 

their children. Most of the parents watched television 

with their children and sometimes there were discussions of 
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educational value between the parents and their chil

dren (see Table 34). 

Yes 

No 

Table 34 

Television Pattern Among Parents 

with Their Children* 

Total Percentage 
Puerto 

Mexican Rican Cuban Venezuelan of Population 

** 15.7r 35.3 29.4 19.6 70.8 

** 47.lc 85.7 78.9 66.7 

11.1 t** 25.0 20.8 13.9 

42.9 14.3 19.0 2 3. 8 29.2 

52.9 14.3 21.1 33.3 

12.5 4.2 5.6 6.9 

*Chi-Square (3) = 7 .63, E <.05 **Row%-Col%-Total% 

Cubans were the group that used television as an 

educational medium, both for their children and for 

themselves. They watched educational programs with their 

children to increase their English vocabulary, and their 

auditory skills. 
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Parents recorrunended educational programs to their 

children like documentaries, children's specials, Di sney 's 

Wonderful World, Mr. Rogers' Neighborhood, and Sesame 

Street. 

Summary of Television Viewing 

Hispanic groups in this study used television for 

recreational purposes as well as for educational purposes. 

About 3/4 of the children used television for more than 

2 5 hours weekly. 

Most of the parents (93%) were aware of the educational 

value of television, if used properly. 

Children and parents participated in brief discussions 

of programs which parents selected, but not with c ar toons 

or any other regu l ar programs. 

Soc i o-Economic and Educational Level of the Sample 

The 85 parents that agree d to participate in the 

study covered a wide range of socio-economic and educat i onal 

backgrounds. Occupational status for the fathers ranged 

fr om skilled manual worker t o professionals (See Appendix 

B, Table l). The mothers' occupational statuses ranged 

f rom housewife (60%) not employed outside the home, to pro

fessional and technical workers {Se e Appendix B, Table 2). 
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The numbers of years of formal education completed by 

the fathers ranged from fifth grade education to 4 years of 

post baccalaureate education. There were nine fathers that 

had less than 6 years of elementary education. Twenty

seven had 12 years or less of formal education, and 39 had 

more than 12 years of formal education. All of the 

Venezuelan fathers had more than 12 years of formal educa

tion. 

The number of years of formal education completed by 

the mothers ranged from 2nd grade to 2 years of post bac

calaureate education (See Appendix B, Table 3). There were 

12 mothers that had 6 years or less of formal elementary 

education. Forty mothers had 12 years or less of formal 

education and 33 mothers had more than 12 years of formal 

education. 

Summary of Questions Under Investigation 

The questions under investigation a r e presented and 

briefly summarized: 

1. Are there common factors in all the groups? The 

results of this investigation indicate that this question 

can be answered in the affirmative. In all the five areas 

that have been analyzed in this study there were points of 

convergency. The results of the study indicate that 
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parent s from four different Hispanic groups have a s trong 

bond through Spanish heritage ties. 

2. Which types of language activities are developed 

in the home of the Hispanic families related to their 

cultural heritage? All the data presented confirms that 

Spanish oral tradit ion gives the Hispanic groups a rich 

heritage of songs, poems, stories, lullabies, traditional 

songs, that in the majority of the cases are versions of the 

original ones transmitted orally by the grandparents or 

other re latives. Among the four groups, 95% of the Puer to 

Ri can mothers did sing to their· children. Mexican mothers 

sang less to their children (59%). One of the activities 

to develop language was the development of vocabulary. 

Parents among the groups remembered that their parents 

helped t hem to increase their vocabulary with songs and 

stories. All of the Cubans remembered their parents as 

helping them to increase their vocabulary. 

3. What do parents seem to do different ly from one 

ethnic group to another? 

a. Do they emphasize the acquisition of the second 

language as the most important thing to be 

done? The results of this study clearly 

indicated that parents feel very proud of their 

Spanish heritage and that they use it with 
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their children in their daily life and also to 

enrich their knowledge and maintain their tradi

tions. It was also indicated in the results 

that parents value English as the language that 

their children would use at school and they 

motivate their children to develop the second 

language but they, as a total group, do not 

emphasize it as the most important thing to be 

done. Among the four groups, Puerto Rican 

parents had the highest percentage (95%) in 

helping to increase their children's vocabulary 

in English. The percentages among the other 

three groups were: Venezuelans 86%, Cubans, 68% 

and Mexicans, 56%~ 

b. Do they stress "school" activities such as 

reading, writing, cutting, painting, and 

drawing? Results i n this investigation clearly 

indicate that parents among all four groups do 

stress school activities with their children. 

All of the Puerto Rican mothers would send 

their children to the nursery because they 

believed that the nursery is a good preparation 

for school. Out of the ones that would not send 

their children to a nursery 50% were Mexican 
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mothers, 30% were Cubans, and 20% were 

Venezuelans. Cuban and Mex ican mothers were 

the ones that least believed that the nursery 

is a good preparation for school. 

Occupational expectation were minimum among 

all four groups (4%). None of the Puerto Rican 

or Venezuelan parents wanted occupational work 

for their childreno Venezuelan parents said 

that they would allow their children to decide 

which career to study when their children grow 

up. Most of the parents were aware of the use 

of the television for educational purposes and 

they used it with their children. Cuban parents 

were! among the four groups, the ones that used 

television as an educational medium both for 

their children and for themselves. More Puerto 

Rican parents were viewing television with the ir 

children than any other group. Among the ones 

who did not watch television with their children, 

43% were Mexicans. 

c. Do they read to their children? The general re

sults indicate that this question can be answered 

in the affirmative . Reading is an activity 

that more than half of the parents involved in 
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this study usually do with their children. 

Forty percent of the Puerto Ricans, 27% of the 

Mexicans, 19% of the Cubans, and 15% of the 

Venezuelans read to their children at least 20 

minutes each day. Venezuelan parents are the 

ones who read the least to their children. 

d. Do they emphasize talking? Dancing? Singing? 

Results from the study reveal that most of 

the parents emphasize talking and singing 

more than dancing. 

4. What type of games do they play? All the data 

confirm that parents used traditional games with their 

children from infancy on. Mexicans taught less games to 

their children than the other three groups. Mexican, 

Puerto Rican, and Venezuelan fathers allowed their boys 

to play with girls more than Cuban fathers. Mexican , 

Puerto Rican, and Venezuelan fathers also allowed their 

girls to play with boys more than Cuban fathers~ More 

Venezuelan parents allowed their girls to play with trucks 

and guns than any other group. Fifty percent of all the 

parents that allowed their boys to play with dolls were 

Mexicans. 

5. Do socio-economic levels seem to affect cultural 

traditions? Results from this investigation demonstrated 
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that the variety of socio-economic levels among the four 

groups did not interfere with their traditions. They 

offered variations among the oral traditions , or the 

celebration of a festivity, but basically they were the 

same. But other results from this investigation were 

varied. 

Among the families, it was found that the housework 

was divided more equally among Puerto Ricans, Cubans , and 

Venezuelans. Mexican mothers tended to do all the house 

work. More Puerto Rican women made vacation plans than 

any other group of women. 

The general consensus among all the groups was that 

they felt satisfied with their present social level but 

that they would prefer to be in a higher socio- economic 

level. Analyzing the data, it was found that among the 

ones who did not aspire to be in higher socio-economic 

levels, more than half were Mexicans. Most of the parents 

had their plan of progress in process. None of the Puerto 

Rican and Mexican familie s had given up their plans and 

hopes. 

Among other celebrations, Christmas has a very special 

place. Almost all of the families celebrated Christmas. 

Cubans were the only group that had some famil i es who did 

not celebrate Christmas. Related with Christmas is the 
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celebration of Three Wise Men (D{a de los Reyes Magos). It 

was found that 53% of the families maintained this tradi-

tion. Among the groups, Venezuelans, Puerto Ricans, and 

Cubans celebrated it moreo Venezuelans were the group 

- I who used Nino Jesus as the person who 11 brings" the gifts 

to their children more frequently than the other three 

groups. Even though Santa Claus is not part of the His

panic traditions, 75% of the parents used Santa instead 
I 

of the traditional Nino Jesus. 

There were other differences among the groups. 

Comparison of families whose parents used to give grace at 

mealtime indicated that Mexicans, Puerto Ricans and Cubans 

continued with the same practice with thei r children. 

Venezuelans did it the least. 



CHAPTER 5 

SUMMARY AND DISCUSSION 

Sununary 

Summary of the Investigation 

The purpose of this study was to investigate and collect 

information on five areas, oral traditions, social tradi

tions, education, play, and television habits among four 

Hispanic groups in the United States. 

The research was based on interviews of 85 families 

toge ther with their children, ranging in age from 4 to 60 

months, and their extended family. The 85 families were di

vided in four groups, 25 Mexicans, 23 Puerto Ricans, 20 

Cubans, and 17 Venezuelans. The families were located 

through different resources available including church, 

acquaintances and referrals. 

The interview instrument, developed by the researcher, 

was pilot-tested in Puerto Rico with 23 families with chil

dren ranging in age from 2 to 60 months, and again in the 

United States with five families. A Spanish version of the 

inst rument resulted from this final testing and it was pilot

tested again with two more families. All the families that 

participated in the pilot-testing were excluded from the 

final sample. 
139 
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The personal interview of 45-60 minutes was conducted 

by the researcher in the home of each family during December 

1980, January and February, 1981. One was interviewed by 

telephone. The interview was structured around 118 ques

tions. Additional demographic data about the family were 

also collected. 

Parents responded to the questions openly and most of 

the time enjoyed the memories that came back to them as they 

remembered events from their own childhood. Some of the 

parents seemed somewhat uncomfortable trying to sing or 

recite poems they used with their children, but most of 

the parents talked more rapidly than the investigator could 

record. 

Kruskal-Wallis One-Way Anova and Chi-Square were the 

statistical procedures used to analyze most of the data. 

A descriptive analysis was used for all items that, because 

of their nature could not be analyzed statistically. 

Summary of the Findings 

Interest in the role of Spanish traditional heritage 

in five areas, oral traditions, social traditions, educa

tion, play, and television habits, among four Hispanic 

groups in the United States, stimulated the following 

questions: 
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1. Are there common factors in all the groups? The 

results of this investigation indicate that this question 

can be answered in the affirmative. In all the five areas 

that have been analyzed in this study there were points of 

convergency. The results of the study indicate that parents 

from four different Hispanic groups have a strong bond 

through Spanish heritage ties. 

2. Which types of language activities are developed 

in the home of the Hispanic families related to their cul

tural heritage? All the data presented confirms that 

Spanish oral tradition gives the Hispanic groups a rich 

heritage of songs, poems, stories, lullabies, traditional 

songs, that in the majority of the cases are versions of the 

original ones transmitted orally by the grandparents or 

other relatives. Among the four groups, 95% of the Puerto 

Rican mothers did sing to their children. Mexican mothers 

sang less to their children (59%). One of the activities 

to develop language was the development of vocabulary. 

Parents among the groups remembered that their parents 

helped them to increase their vocabulary with songs and 

stories. All of the Cubans remembered their parents as 

helping them to increase their vocabulary. 

3. What do parents seem to do differently from one 

ethnic group to another? 
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a. Do they emphasize the acquisition of the second 

language as the most important thing to be done? 

The results of this study clearly indicated that 

parents feel very proud of their Spanish herit

age and that they use it with their children in 

their daily life and also to enrich their know

ledge and maintain their traditions. It was 

also indicated in the results that parents value 

English as the language that their children would 

use at school and they motivate their children 

to develop the second language but they, as a 

total group, do not emphasize it as the most 

important thing to be done. Among the four 

groups, Puerto Rican parents had the highest 

percentage (95%) in helping to increase their 

children's vocabulary in English. The percent

ages among the other three groups were: 

Venezuelans 86%, Cubans, 68% and Mexicans, 56%. 

b. Do they stress "school" activities such as 

reading, writing, cutting, painting, and 

drawing? Results in this investigation clearly 

indicate that parents among all four groups do 

stress school activities with their children. 

All of the Puerto Rican mothers would send 
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their children to the nursery because they 

believed that the nursery is a good preparation 

for school. Out of the ones that would not send 

their children to a nursery 50% were Mexican 

mothers, 30% were Cubans, and 20% were 

Venezuelans. Cuban and Mexican mothers were 

the one s that least believed that the nursery 

is a good preparation for school. 

Occupational expectation was minimum among 

all four groups (4%). None of the Puerto Rican 

or Venezuelan parents wanted occupational work 

for their children. Venezuelan parents said 

that they would allow their children to decide 

which career to study when their children grow 

up. Most of the parents were aware of the use 

of the television for educational purposes and 

the y used it with their children . Cuban parents 

were, among the four groups, the ones that used 

television as an educational medium both for 

their children and for themselves. More Puerto 

Rican parents were viewing television with their 

children than any other group. Among the ones 

who did not watch television with their childr en , 

43% were Mexicans. 
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c. Do they read to their children? The general re

sults indicate that this question can be answered 

in the affirmative. Reading is an activity 

that more than half of the parents involved in 

this study usually do with their children. Forty 

percent of the Puerto Ricans, 27% of the Mexicans 

19% of the Cubans, and 15% of the Venezuelans 

read to their children at least 20 minutes each 

day. Venezuelan parents are the ones who read 

the least to their children. 

d. Do they emphasize talking? Dancing? Singing? 

Results from the study reveal that most of the 

parents emphasize talking and singing more than 

dancing. 

4. What type of games do they play? All the data 

confirm that parents used traditional ,games with their 

children from infancy on. Mexicans taught less games to 

their children than the other three groups. Mexican, 

Puerto Rican, and Venezuelan fathers allowed their boys 

to play with girls more than Cuban fathers. Mexican, 

Puerto Rican, and Venezuelan fathers also allowed their 

girls to play with boys more than Cuban fathers. More 

Venezuelan parents allowed their girls to play with 

trucks and guns than any 9ther group. Fifty percent of 

I 
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all the parents that allowed their boys to play with dolls 

were Mexicans. 

5. Do socio-economic levels seem to affect cultural 

traditions. Results from this investigation demonstrated 

that the variety of socio-economic levels among the four 

groups did not interfere with their traditions. They 

offered variations among the oral traditions, or the 

celebration of a festivity, but basically they were the 

same. But other results from this investigation were 

varied. 

Among the families, it was found that the housework 

was divided more equally among Puerto Ricans, Cubans, and 

Venezue lans. Mexican mothers tended to do all the house

work. More Puerto Rican women made vacation plans than 

any other group of women. 

The genera l consensus among all the groups was that 

they felt satisfied with their present social level but 

that they would prefer to be in a higher socio-economic 

level. Analyzing the data, it was found that among the 

ones who did not aspire to be in higher socio-economic 

levels, more than half were Mexicans. Most of the parents 

had their plan of progress in process. None of the Puerto 

Rican and Mexican families had given up their plans and 

hopes. 
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Among other celebrations, Christmas has a very special 

place. Almost all of the famili e s celebrated Christmas. 

Cubans were the only group t hat had some families who did 

not celebrate Christmas. Related with Christmas is the 

celebration of Three Wise Men (D{a de los Reyes Magos). 

It was found that 53% of the families maintained this 

tradition. Among the groups, Venezuelans, Puerto Ricans, 

and Cubans celebrated it more. Venezuelans were the group 

who used Nino Jesus as the person who "brings" the gifts 

to their children more frequently than the other three 

groups. Even though Santa Claus is not part of the His

panic traditions, 75% of the parents used Santa instead 

- I 
of the traditional Nino Jesus. 

There were other differences among the groups. 

Comparison of families whose parents used to give grace 

at mealtime indicated that Mexicans, Puerto Ricans and 

Cubans continued with the same practice with their chil

dren. Venezuelans did it the least. 

ni·scuss'ion 

This study has attempted to identify cultural tradi

tions among four Hispanic groups in the United States. 
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There are 14,605,883 (1980 Census Bureau) Hispanics living 

in the United Stated and they have their own culture. 

The word culture has many meanings, but for this study 

it means the specific manifestations of beliefs, language, 

customs, values and patterns of behavior which characterize 

a particular group of people and give it its unique place 

in the world. 

The generally held opinion is that Hispanic parents 

no longer cherished their traditional lore, that cinema, 

television, and modern games and devices have become the 

focus of their children's attention (Riessman, 1962; 

Carter & Segura, 1979). 

This study presents perhaps only a partial picture of 

the feelings related to childhood reminiscence among four 

Hispanic groups, but the quantity and variety of the tradi

tions which have been collected seem to show that Hispanic 

parents today are conscious of their rich Hispanic heritage 

and that they attempt to pass this heritage to their chil

dren. Parents among all groups showed, in general, a great 

pride for Hispanic traditions and especially for Spanish, 

their common language. They demonstrated that they want 

to keep their customs, their traditions and that they hope 

their children would do so as well. 
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Young (1972) said that language is a part of culture 

and a means for encoding and transmitting cultural in

formation. The perhaps unconscious desire t o transmit the 

culture starts early in the life of the Hispanic children. 

when their mothers sing lullabies and initiate their chi l

dren into infant games . Mothers enjoyed singing to their 

chi ldren traditional songs and lullabies they remembered 

fr om their own childhood. This does not agree with 

Holdaway's (1979) nor Lind and Hardgrove's (1978) findings 

that today' s mother cannot sing lullabies or even repeat 

rhymes. 

An important part of oral tradition is that it is 

large ly learned in a personal and unique situation , almost 

always by word of mouthe The melody and rhyme of the 

l anguage patterns used by Hispanic mothers to sing lullabies 

or to teach infant games, enter in a personal interaction 

between language itself and the children. Mother and chil

dren are in constant interaction, both verbal and physical . 

Studies had demonstrated the importance of that caring and 

sharing among mothers and infantse The importance of the 

development of the sel f is based upon cultural experience. 

The self of the child is to a great extent the product of 
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the experience that his culture provides him (Moustakas, 

1979; Erikson, 1964). Hispanic parents demonstrate to their 

children their love and the love for their culture by 

sharing it in an informal manner. Oral tradi ti ons are 

alive among Hispanics, and it is only through use that 

its conti nui ty will be preserved. 

Social traditions among the Hispanics are the links 

that keep them together_ They are inherited through " infor

mal" education (Durkhein, 1976). But,as expected,there 

are some traditions that have been changing. 

Family relations among immediate family and extended 

famil y are still strongly maintained among Hispanic groups 

which agrees with Ramfrez and Price-Williams' (1976) study . 

Puerto Rican and Venezuelan parents get together with their 

extended families more often than Cubans and Mexicans . 

Mexicans are also the group that throughout the study have 

been changing the most. They are also the group that has 

been living in the United States for the longest period 

of time among the four Hispanic groups in this study. 

The drastic changes in the pattern of life, the move

ment and inf luence from one culture to another , nar r ow the 

individual's sphere of social participation among his own 

group and his life is altered. Meyer-Rogg (1974) said that 

assimilation occurred little by little, the "new elements 
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of American culture filter in through the community and 

slowly the immigrant becomes gradually assimilated. 11 It 

might be possible that this is what is happening among the 

Mexicans. 

Among all the groups there are some subtle changes, 

such as the number of members in the family. There are 

less children per family among the groups. There are 

changes that are completely opposite to the generally ac

cepted stereotypes. The 11 macho 11 role of the Hispanic 

father that never got involved in the housework chores or 

with the children was not confirmed in this study. On the 

contrary, it was found that there is more egalitarianism in 

the activities shared by husband and wife. Venezuelan, 

Cuban, and Puerto Rican families have a more balanced 

homelife; Mexi can mothers still preferred to carry most of 

the burden of the housework for themselves, even though the 

role of the Mexican father is changing. It was found in 

this study that the Mexican father is more involved in soc

ial participation with the family and that he is helping in 

the home. 

Another stereotype that is commonly used to describe 

Hispanics is the one related to the control of children's 

behavior. Most of the literature about Hispanics gives the 

impression that parents demand from their children absolute 
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silence when parents talk (Heller, 1966; Arenas, 1978). 

Hi spani cs in th i s study preferred to use di fferent approach

es to handle discipline problems. They liked to talk with 

the i r ch i ldren and reason with them, but they also used 

other a l ternati ve strategies; th~y sent the child to his 

room and they took away activities the child liked for a 

short period of time. They spanked the child but they pre

ferred to p rai se their children when the children were 

doing somet hing good. It seemed that parents had an in

formal and war m relationship with their children. There 

was n o tension perceived and children seemed to feel at ease 

during t he i nterview session. 

On e o f the unexpected findings of the study was the 

change in the s ocial t r adit i on during Christmas time. The 

traditional us e of the figure of Baby Jesus as the one who 

offers the p resent s and the celebration of Dfa de los Reyes 

Magos (Three Wi s e Men Day) is bei ng maint ained by only half 

of the populati on. Now Santa Claus is dispensing the pre

sents. Mexican s a r e the group wh o are using the tradi tions 

the least t oday. 

Nowhere wa s tradition preserved so pure and un-

corrup ted t han amon g games and plays (Opie, 1960). Play 

is a univer s a l language. It provides for children the 

opportunity to e xplore their universe, to learn manners of 
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the culture the child lives in, and to relate to the "soc-

ial hierarchy" that Rubin (1977) discussed. Hispanic chil

dren can master difficulties or conflicting events through 

play. It was found in this study that they love to play, 

and play enables the child to practice new skills to gain 

self-assurance (Dewey, 1962; Erikson, 1964; Montessori, 

1965). 

Mos t of the children in this study liked to get involved 

in active games. Quiet games and games that required tools 

were not their preferred ones. Hispanic children enjoyed 

playing with traditional toys like dolls, trucks, crayons , 

balls, tricycles, and similar toys. 

Sexism in play activities has always posed questions . 

Hispanics' atti tude toward their children's play is not 

stereotyped. It was found in this study that generally par

ents allowed their children to play with one another no mat 

ter their sex. Another very interesting pattern found was 

the fact that fathers are allowing their boys to play with 

girls' dolls as much as mothers were allowing their girls 

to play with trucks and guns. 

Paren t s have educational material available for their 

children, and they offered a variety of activities both in 

the home and outside the home during weekends that were 

child-centered. The majority of the outdoor activities 
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had only incidental educational value and more frequently 

were for recreational purposes. 

This study found that education is stated as the 

highest goal in life for every Hispanic group. Perhaps 

this generation, as Bruner (1978) denotes gives a new form 

to the aspi rations that shape education in its time . 

Parents' optimum desire was a college career for thie chil -

dren. They respect education as the most important factor 

that will enable their children to have a better life. 

Parents are conscious of the importance of early 

schooling and even though mothers were the ones who were 

taki ng care of the children, building a stronger emotional 

tie between mother and child, mothers were willing to send 

their children to school at ages 3 and 4 years oldp even 

if they were not working. Interestingly , this study found 

that even though there was a strong emotional tie between 

mother and child, the children were not totally dependent 

on their mothers. 

Parents were found to have mixed feelings about the 

language t hat should be used to teach their children to 

read. Almos t half of the population believed that Engl ish 

should be the language because it is the language that they 

will use at school , and the other half of the population 
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believed it should be Spanish because its their native 

language and could then help their children. 

Bruner (1977) believes that we can not change education 

without affecting much else in the society as well. 

14,605,883 Hispanics that have a place in the American 

society deserved being taken into consideration. Hispanics 

have their aspirations and their goals. They believe that 

education is the most important influence on their children. 

The use of television among Hispanics was found to be 

extremely heavy, viewing more than 25 hours per week. But 

most of the parents were aware of the educational value of 

the medium and they were using it accordingly. There was 

a relation between the programs children like and the ones 

that parents recommended, which supports the findings of 

0 1 Bryant and Corder-Bolz (1978). 

The use of television as an educational instrument was 

verified with the children's response to the question, Do 

you know any commercials from television? They gave 

spontaneous responses, they sang, they repeated word for 

word many different commercials, they dramatized by changing 

voices, acting, changing their facial expressions and they 

even 11 wrote 11 the names of the brands they were presenting l 

The purpose of this study was to expand the knowledge 

about Hispanics in the United States, using information from 

five different areas of culture. 



155 

The ethnic corrununity acts as a ·prism through which the 

new values of the absorbing society are refracted in such 

a way as to make them acceptable or not to the group (Fish

man, 1978; Gamst & Norbeck, 1976). Acculturation may be

come a threat for maintaining the Hispanic traditions. 

More important it might become a threat for the development 

of a proper self-esteem. It is not the purpose of this 

study to overstress or oversimplify the changes, just to 

sensitize educators to them. In presenting these findings, 

it is the hope of the investigator that better communica

tion and better understanding will be established with par

ents and children of Hispanic groups. 

Implications 

As a result of the data collected and the nature of 

the study the following implications appear reasonable. 

Implication for Education 

Hispanic parents aspire to higher professions for their 

children. Since they do not want occupational jobs for 

their children, schools need to offer more challenging and 

appropriate programs for Hispanics. 

Schools may consider modification of their programs to 

include more of the culture of the Hispanic children. 

Educational programs should generate a positive attitude 
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among the children and take into consideration their cul

tural background and respect their cultural background~ 

Hispanic children like to engage in activit ies that 

keep them alert and active. They do not seem to like quiet 

games or games that r equire tools. Teachers need to realize 

this and take it into consideration when developing a ctivi

ties for Hispanic children. Activities should be developed 

to help t he children feel adequate and yet at the same time 

teach the Hispanic children how to enjoy other types of 

activities . 

Hispanic children like to be read to, to be ta lked t o , 

to sing and to laugh loudly, and they like to be hugged. 

Teachers can help to establish better communication with 

children through play, games, and songs. This communica

tion can probably be e stablished rather easi l y and cooper

atively with the parents. 

Educators should be aware of parents ' expectations. 

About half of the parents probably will want thei r children 

taught in Engli sh a n d about half wish for a Span ish program. 

Bilingual education should be offered to parents who believe 

in it, otherwise there will be problems . 

Hispani c children like to be read to, so teachers 

should provide opportunitie s to develop l anguage and concepts 
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about print through their own language and culture using 

parents as partners in the program. 

Recommendations for Further Study 

This study generated evidence which indicates the need 

for further investigation in several areas of the Hispanic 

population. The observation and interpretation of evidence 

on culture is difficult because there are infinite variables 

to be understood in a foreign mileu. Yet, for the children 

and parents who are going to live in a society that does 

not share a corrunon language and basic traditions, it is 

infinitely harder. For the ones who become assimilated 

there are positive rewards, for the ones who do not, there 

can be guilty feelings, rejections, and alienation. Ques

tions raised in the course of this study which merit further 

investigation are presented in the form of recommendations 

as follows: 

1. The first and most important area for additional 

research must be longitudinal studies on the relationship 

between parents' educational aspirations and the process of 

education for the Hispanic in the United States. Careful 

studies designed to investigate these relationships may 

yield valuable results in designing better educational 

programs for the Hispanics , so that there can be more 
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Hispanics finishing school. These studies can also help 

in identifying other factors that could affect the educa

tional process among Hispanics. 

2. Another investigation which may also prove very 

v aluable would be concerning the opportuniti es that could 

b e offered through the use of the extensive cultural mate

ri a l in the schools. From this study material for different 

a ctivities that can be used at school such as games , songs, 

p oems, and stories could be compiled and then offered in 

s eminars for teachers that basically are working with His 

panic children. 

3. A longitudinal study to investigate the ass imila

ti on process of the groups in this study would yield many 

conclusions concerning the process which Hispanics go 

th rough. It could demonstrate how traditions among families 

are maintained during school years and how the Americaniza

tion process influences Hispanic traditions. 



APPENDIX A 

Instruments 



Home Interview - English Version 

The purpose of thi s study is to find out the traditions 

and cultural traits that different Hispanic groups keep with

in their families. First I would like to know just a little 

about you and your family. 

Name of the child·----~----~~~~--~~ Birth date -----

Name of the mother ________ ~--------~---

Name of the father~~--~~-------------

Name of the interviewee, if other than the above=~-----------

Relation with the child.~------------------------~--------~

Address~-------------------------------

Other children living in the home Grade 

Other adults living in the home Relation with the child 

160 
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Parents Education 

Mother O 1 2 3 4 5 £ 7 8 ~ 10 11 12 13 14 15 16 17 18 19 20 

Father O 1 2 3 4 5 £ 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

Occupation 

Mother ------------ Other adults living in the home 

Father ------------
Birth place Age 

Mother -----------
Father -----------

Is the father living in the home? 

Is the mother living in the home? 

Yes 

Yes 

No 

No 

How long have you lived on the mainland? 

One year or less 

Two years 

) Three to five years 

Five to ten years 

More than ten years 

Do you have plans to return to live in the place or country 

that you lived before coming to the mainland? 

( Yes ( ) No 

Which language do you use more frequently? 

( English Spanish 

English is spoken in the home 

( all the time most of the time 

( ) some of the time never 
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Spanish is spoken in the home ... 

all the time ) most of the time 

some of the time never 

When the most frequent language is spoken, does the child 

understand 

most of what is said? ) some of what is said? 

nothing of what is said? 

Does your child hear Spanish spoken 

most of the time? some of the time? 

not very often? not at all? 

Does your child hear English spoken ... 

) most of the time? ) some of the time? 

) not very often? ) not at all? 

Do you know how to read in Spanish? 

Yes No 

If yes, how well? 

) very well ) well ( ) not very well 

Do you know know how to read in English? 

) Yes ) No 

If yes, how well? 

) very well ) well ( ) not very well 

Does your child ever visit relatives who do not live in 

the USA? 

Yes ) No 
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Do you like your children to maintain your traditions? 

( ) Yes ) No 

If no, why? 

( Because (s)he will be living here in the USA, and 

(s)he must learn their traditions. 

( Because (s)he will never go back to our native land. 

Because I do not want him/her to learn them. 

Because I do not remember them. 

( Other (specify) 

If yes, why? 

Because my child will be proud of their ancestors and 

their history. 

Because my child will know more of our culture. 

Other (specify) 

How do you feel about your culture? 

( Very proud 

Proud 

Indifferent 

Not very proud 

Ashamed 

Would you enumerate your priorities in life from 1-5? 

Family, religion, job, extended family, community, ethnic 

group, my country, this nation. 

1. ------
2. ______ _ 3. 

4. ------
5. ______ _ 
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What is your religious belief? 

Catholic 

Protestant 

( Baptist 

) Other (specify) 

Closely related with culture, we find what we might 

call "oral culture." We would like for you to answer the 

following questions, trying to remember the best you can. 

1. Did you sing to your child when (s)he was a baby? 

( Yes No 

2. If yes, what did you sing? 

Lullabies 

Popular songs 

Traditional songs 

Other (specigy)~~~~~ 

3. Did you teach your child nursey rhymes, songs, poems, 

prayers? 

Yes No 

4. If yes, which ones? 

5. How many games have you taught your child? 

( zero 

) one 

( three 

( five 

more than five 
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6. Which games? 

Tortitas 

La linda manita 

Other 

Pon-pon 

Topi-tope 

7. Do you tell stories to your child? 

) Yes No 

8. If yes, how often? 

( 20 minutes each day 

( 20 minutes once a week 

20 minutes once a month 

9. Do you read to your child? 

Yes No 

10. If yes, how often? 

20 minutes each day 

20 minutes each week 

20 minutes each month 

11. Did your parents use to tell stories, teach you songs, 

nursery rhymes or lullabyes when you where a child? 

( Yes No 

12. Do you remember any other oral activity from your child

hood? 

13. How would you describe your child's language in Spanish? 

Excellent Average 

) Good Needs more improvement 



166 

14. How would you describe your child's language in 

English? 

Excellent Average 

Good ) Needs more improvement 

15. Do you help to increase your child's vocabulary in 

Spanish? 

Yes No 

16. Do you help to increase your child's vocabulary in 

English? 

Yes 

17. If yes , how? 

No 

Correcting and giving the right pronunciation 

Giving the opportunity to practice 

Taking the child to different activities, 

movies, parks ... 

Other ( specify) 

18. Did your parents help you to increase your vocabulary? 

Yes ( ) No 

In this section we would like to know the Social 

traditions that you keep and considered important. 

1. What recreational activities do you and your family 

engage in together? 

go to the movies 

go to church 
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go shopping 

visit relatives 

) Other ( specify) -----------------
2 . Do you usually plan your vacations ahead of t i me? 

)· Yes ) No 

3. If you, who makes the plans? --------------
4. Where have you, · as a family, traveled during the past 

two years? 

My hometown 

Visited relatives in 

Other (specify) 

5. What activities take up most of your time at these 

places? 

) Visiting relatives, talking 

) Big parties with the family 

Sight seeing 

Other (specify) ______________ _ 

6. Does your child help in the routine housework? 

Yes No 

7. Is the housework divided among all members of the 

family ? 

Yes No 

8. If tio, why ~ot? 
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9. Did you help your mother when you were a child? 

Yes No 

1 0. Do you think children should behave? 

) Yes 

11. If yes, how? 

· No 

Obeying parents without arguing 

By being silent 

By lowering their heads 

Other ( specify) 

1 2 . Who keeps the discipline at home? 

Father Mother 

1 3 . Do you punish your child? 

Yes ) No 

14 . What type of punishment is used? 

) Send the child to the room 

Spank the child 

Talk to the child 

Other (specify) _______________ _ 

15 . Does your child eat dinner with the family? 

Yes No 

16. Who does mos t of the talking at the dinner table? 

Mother Father ) Other~~~ 

) Child Siblings 
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17. Do you kiss and hug your child frequently? 

Yes No 

18. Does the father kiss and hug your child? 

Yes No 

19. How do you praise your child for something good? 

20. Have 

Giving a reward 

') With a hug and a kiss 

Saying something good about the child 

) Other (specify) 

you taught your child to recognize the parts 

the body? 

Yes ) No 

of 

21. Do you teach your child to call things by its name? 

Yes No 

22. How do you feel about your social level? 

Very satisfied 

Satisfied 

Unsatisfied 

23. would you like to be in a higher socio-economic level? 

Yes No 

24. What is the educational or social level of some of 

your close friends? 

Above mine 

Like mine 

) Below mine 
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How much have you been able to accomplish the hopes 

or plans which you had when you started your family 

l ife together? 

Completed 

Still in process 

Given up 

26. D6 Ybti 6~l~B~AE~ Christmas? 

Yes No 

27. If you, with whom? 

) With my immediate family 

) With my extended family 

) With friends 

Other (specify) 

2 8. Do you use II Santa Claus 11 as the person who brings the 

pres ents? 

Yes No 

29. If no , who is the person who gives or "brings" the 

present s? 

30. Do you celebrate Three Kings Day? 

Yes No 

31. Did y our chi ld r eceive gifts on this occasion? 

) Yes No 

32. Did you celebrate Christmas the way your child does 

t o day? 

) Yes No 
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What other traditions do you keep from your parents? 

Baptism 

) First Communion 

15th Birthday - 11 Quinceanera 11 

Pinatas 

Compadrazgo (God parents) 

Other ( specify) 

34. Do you pray at bedtime with your child? 

) Yes ) No ) Sometimes 

35. Do you usually give grace at meal time? 

) Yes ) No 

36. Do you give the blessing ( la bendicion) to your child? 

) Yes ) No 

37. Did your parents use to pray with you at bedtime? 

) Yes No 

38. Did your parents give grace at mealtime? 

) Yes No 

39 . Did your parents use to give blessing to their chil

dren? 

) Yes ) No 

In this section we would like to know how your child 

behaves, and what (s)he likes ana dislikes about play. 
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1. When playing, how much energy did the child have compared 

to children at that age? 

More than average 

) Average 

Less than average 

2. In what types of activities did the child do especially 

well? 

Outdoor activities 

Work with tools, building 

Fine handwork, art 

Quiet games 

Other (specify) ________________ _ 

3. When no other children are available, what does (s)he 

usually do ot occupy her/his time? 

Play with toys 

( Watch television 

Tries to get adults attention 

Other ( specify) 

4. With whom does your child usually play? 

Children of the same sex 

Younger children 

Older children 

) Siblings 
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If the child is a boy answer questions 5-7 

5. Does his father allow him to play with girls? 

Yes )· No 

6. Does his mother allow him to play with girls? 

Yes No 

7. Is he allowed to play with dolls? 

) Yes No 

If the child is a girl answer questions 8-10 

8. Does her father a1low her to play with boys? 

) Yes No 

9. Does her mother allow her to play with boys? 

Yes No 

10. Is she allowed to play with guns and trucks? 

Yes No 

11 . Does your child prefer to spend time with adults or 

with children? 

Adults 

Children 

Both 

) Likes to spend time along. If so, what does 

(s)he do?~~~~~~~~~~~~~~~~~~~~ 
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12. Which type of toys does the child like best? 

Educational toys 

Traditional toys (trucks for boys, dolls for 

girls) 

Books, crayons, paints, magic markers 

Other (specify) 

In this section we would like to know what you think 

about education, and what you have been doing to help your 

child. 

1. Who takes care of the child? 

Mother 

Relative 

Friend 

) Other (specify) _______________ _ 

2. Would you send your child to school at age 3-4, even if 

you are not working? 

Yes ( No 

3. Does your child attend,or has attended,nursery school? 

Yes No 

If yes, answer questions 4-7 

4. For how long? 

) one year or less 

Two years 

More than two years 
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5. Why did you send your child to nursery school? 

Needed to be with other children 

I worked 

Other children were going 

It is a good preparation for school 

6 . After beginning school did your child ever say (s)he 

wanted to stay home? 

Only in the beginning 

Sometimes 

Most of the time 

Never 

7 . What did you do about it? 

Explained to the child the benefits of school 

Talked to the teacher 

Nothing 

Other (specify)~~~~~~~--~~~~~~~~ 

8. How much schooling do you wish your child to receive? 

Elementary ) Junior High 

High School ) College 

9. How much schooling do you expect your child to receive? 

( Elementary Junior High 

( High School ) College 
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What is the minimum level of education that you think 

your child must receive? 

Elementary 

High School 

Junior High 

College 

11. What kind of work would you like to see your child 

do when (s)he grows up? 

) Professional If so, which type of career? 

Physician Lawyer 

Teacher Other (specify) 

Occupational If so, which type of career? 

Carpenter Mechanic 

Builder Other 

12. How important is education to you for the future of 

your child? 

Very important Important 

Not very important( Not important 

13. How important was education for your parents? 

Very important Important 

Not very important( Not important 

14. Would the future of your child be changed or affected 

if (s)he does not attain the level of education you 

wish her/him to attain? 

Yes No 
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15. What do you have at home for your child to work with? 

16. Do you teach your child to print her/his name? 

Yes No 

17. Does your child know how to print her/his name? 

Yes . ) No 

18. Do you teach your child the colors? 

Yes No 

19. Do you teach your child to recognize the differences 

and similarities in colors? 

Yes No 

20. Do you allow your child to play with materials (s)he 

can use to write? 

Yes No 

21. How often does your child play with materials (s)he 

can use to write? 

Once a day 

Once a week 

Once a month 

22. Do you have a dictionary or an encyclopedia in your 

home? 

Yes No 
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23. How many magazines do you have at home? 

) 0 

5 

( 10 

( 20 

24. If you do have magazines at home: 

In English In Spanish 

25. Do you read a newspaper? 

Yes No Sometimes 

26. How many books would you say are in your home? 

5 

( 20 

50 

100+ 

27. Does your child have story books? 

Yes No 

28. If yes, what kind does (s)he like? 

Animal books 

T.V. characters 

Other (specify) 

Fairy tales 

Alphabet books 

29. Does your child read some print material? 

Yes 

30. If yes, which ones? 

Dr. Pepper 

Coca Cola 

No 

Quick 

Other~~~~~~~~~~-
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31. How often does your child go to the library? 

) Never Every two days 

) Every week Every month 

320 Do you teach your child to count? 

Yes ( No 

33. How important do you think preschool education is? 

Very important 

Important 

No very important 

34. How often do you think parents should give help to a 

preschool child at home? 

No time at all 

20 minutes a day 

35. If not at all, why? 

40 minutes a week 

60 minutes a week 

) Teaching requires specific training 

It might lessen the child's interest in school 

It may confuse the child when (s)he goes to 

school 

The child will have time 

36. Do you think that your child should learn to read in 

Spanish first and later in English? 

Yes No 
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37 . If yes , why? 

Because (s)he will understand it better 

Because I can help the child 

Because it is our native language 

Other (specify) -----------------
3 8 . I no, why? 

Because (s)he should learn English as soon as 

possible 

Because English is the language used in school 

Because I do not want him/her to learns 

Spanish 

Other (specify)~---------------

In this section we would like to know the use of 

televis i on in your home. 

1. How often does your child watch television? 

5 hours or fewer a week 

10 hours a week 

15 hours a week 

20+ hours a week 

2. Does y our child watch television with an adult? 

Yes No 

3 . What are your child's favorite programs? 
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4. Are you aware of any valuable learning acquired from 

television watching? 

Yes No 

5. If yes, what are the learnings? 

Learn to recognize print material 

Knowledge about history, science, etc. 

) Interest in learning to print 

Other (specify) 

6. Do you approve your child's favorite programs? 

) Yes No 

7. If no, what do you do about them? 

) Turn the T.V. off 

) Let him/her watch it 

Offer another activity (specify) 

8. Do you recommend to your child a particular 

) Yes No 

9. If yes, which ones? 

Mr. Roger's Neighborhood 

' Plaza Sesame 

Captain Kangaroo 

Cartoons 

Documentary 

program? 
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1 0 . Does your child memorize any commercial advertise

ments? 

Yes 

11. I f yes, which ones? 

McDonalds 

) Seven Up 

Ramada Inn 

No 

Other (specify)~~~~~~~~~~~~~~~~~ 



Entrevista a llevarse a cabo en los hogares 

El objetivo de este estudio es encontrar las tradiciones 

y rasgos culturales que los diferente grupos hispanos mantienen 

en sus grupos familiares. Primero nos gustaria saber un poco 

sobre usted y su familia. 

Nombre del nino 

Nombre de la madre 

Fecha de nacimiento~~ 

Nombre del padre __ ~---------

Nombre del entrevistado, si no es ninguno de los mencionados 

anteriormente. 

Relacidn con el nino 

Direccion residencial 

Telefono ---------

Otros ninos en el hogar 

Otros adultos en el hogar 

Grado 

' Relacion con el nino 
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Educacion de las padres 

Madre O 1 2 3 4 5 & 7 8 9 10 11 12 13 14 15 .1§. 17 18 19 20 

Padr e O 1 2 3 4 5 ~ 7 8 9 10 11 12 13 14 15 16 17 18 19 20 

Ocup ac i on 

Ma dre 

Padre 

Otros adultos en el hogar ~~~~-

Luga r de nacimiento 

Ma dre 

iVive el padre en el hogar? 

s{ 

~Vi ve la madre en e l hogar? 

s{ 

Padre 

No 

No 

cOu~ t iemp o lleva viviendo en los Estados Unidos? 

( 

Un ano o menos 

Dos anos 

De tres a cinco anos 

De cinco a diez afios 

Mas de diez anos 

~Tiene u s ted planes de regresar a vivir al lugar o pa{s de 

donde usted proviene? 

(_ s1. No 

. , 
cQue idi oma usted usa con mayor frecuenc i a? 

El idioma 

(. 

(_ 

I 
I ng l es 

, 
i ngles 

c todo 

se 

el 

~algunas 

Espanol 

habla en SU casa ... 

ti e rnpo? (_ d la mayor 

veces? ( t nunca? 

parte del tiempo? 
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El espanol se habla en SU casa ... 

etodo el tiempo? 

t algunas veces? 

~la mayor parte del tiempo? 

~nunca? 

Cuando se hace uso del idioma que usted utiliza con mayor 

frecuencia, el nifio entiende~ .. 

todo lo que se le dice. 

algo de lo que se dice. 

nada de lo que se dice. 

Escucha el nino hablar espanol ... 

ila mayor parte del tiempo? 

~a1gunas veces? 

lno con mucha frecuencia? 

len ninguna ocasion? 
~ 

Escucha el nino hablar ingles ... 

~la major parte del tiempo? 

G algunas veces? 

~no con mucha frecuencia? 
I 

cen ninguna ocasion? 

L Sabe usted leer espanol? 

( Si 
I 

Si sabe, i:_ Como lee? 

Muy bien 

I 
iSabe leer ingles? 

s{ 

No 

Bien 

No 

( No muy bien 
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S i sabe, ~ Cuan bien lee? 

Muy bien Bien No muy bien 

c Ha Visitado SU nino algun pariente que no vive en los 

Estados Unidos? 

s:f. No 

t Le interesa que su nino mantenga las tradiciones que usted 

tiene? 

Si No 
I 

S!i; no lo desea, C Podrla explicar por que? 

Perque el/ella va a vivir aqu{ en los Estados 

Unidos y por lo tanto debe aprender las tradiciones 

I de este pais. 

Perque el/ella nova a regresar al pa{s de origen 

de sus padres . 

. Perque yo no quiero que lo aprenda. 

( Perque yo no lo recuerdo. 

I ( l Otra razon? Favor de explicar _________ _ 

, I 
Si lo desea, tPodria explicar por que? 

Porque mi hijo(a) se sentir~ muy orgulloso(a) de 

sus antepasados y de su historia. 
, 

Porque mi hijo(a) aprendera mas sobre nuestra 

cultura 

~Otra raz~n? Favor de explicar 
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I 

lComo se s iente usted en cuanto a su cultura? 

Muy orgul loso 

( Orgulloso 

No muy o r gulloso 

Avergon zado 

Indiferente 

~Podria usted mencionar y enumerar sus prioridades en la 

vida del 1-5? 

(Familia, r eligi~n, trabajo, familiares, comunidad, grupos 

etnicos' mi pais' esta nacicin) 

1 2 3 4 5 

I 

CCuales s o n S US crencias religiosas? 

I 

Catolicas Protestante Bastista 

Otra 

Muy relacionado c on la cultur a encontramos lo que podr1amos 

llamar "cul tur a oral." 
I Nos gustar1a que nos contestara las 

siguientes pregunta s, tratando d e recordar lo mejor que 

usted pueda~ 
-

1. · Le cantaba usted a su nino cuando era pequeno, 
~ 

I 
c uando era un bebe? 

Si No 

I 

2 . Si le cantaba, ~ Que le cantaba? 

c anciones de cuna 

canciones tradicionales 
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canciones populares 

,otras? Favor de mencionarlas 

3. ·Le - usted rirnas C. ensena infantiles, canciones, 

poemas y oraciones? 

s{ No 

' 4. Si usted le ensena, mencione cuales 

,. 
5. ~Cuantos juegos le ha ensenado usted a su nino? 

} Ninguno Cinco 

Uno 
/ 

Mas de cinco 

Tres 

6. cCu~les de estos juegos le ha ensenado usted a SU 

hijo? 

Tortitas 

La linda rnanita 

Pon-Pon 

Topi-tope 
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7. tLe cuenta(narra) historias (cuentos) a su nino? 

s{ ( No 

8. Si lo hace, econ cu~nta frecuencia? 

20 minutos cada d1a 

20 minutos a la sernana 

20 minutos al mes 

9. CLe lee usted a SU nino? 

Si No 

10. 
I 

Si lo hace, t con cuanta f:tecuencia? 

20 minutos diarios 

( ) 20 minutos a la semana 

20 rninutos al mes 

11. C Acosturnbraban SUS pad~es a contarles historias, 

e nsenarles canciones , poemas o rirnas infantiles 

cuando us t ed era nino? 

s{ No 

12. ~Recuerda alguna otra actividad oral de su ninez? 

,/ 

describiria el dominio del idiorna espanol que 13 . c. Como 

tiene SU nino? 

Excelente Prornedio 

( Bueno Necesita rnejorar 
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I 

14. cComo describir{a el dominio que tiene el nino del 

idioma inglts? 

Excelente 

Bueno 

Promedio 

Necesita mejorar 

15. ~Ayuda usted a su nino a aumentar su vocabulario 

en espanol? 

s{ No 

16. ~Ayuda usted a su niEo a aumentar su vocabulario 
. I 

en ingles? 

s{ No 
I 

17. Si lo hace, 0como lo hace? 

J / • • ~ 
Corrigiendolo y ofreciendole la pronunc1ac1on 

correcta. 
I 

Dandole oportunidad para que practique. 

Llevando al niiio(a) a diferentes actividades 

tales como el cine (las vistas), al parque ... 
/ 

G Otras? Mencionelas 

1 8. tLe ayudaban sus padres a aumerttar su vocabulario? 

Si No 

En esta secci~n nos gustar{a conocer las tradiciones 

sociales que usted mantiene y considera importantes. 
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1. ~En que actividades recreativas participan usted y su 

familia juntos'? 

Ir al teatro (cine, vistas) 

Ir a la iglesia 

Ir de compras 

Visitar aloe £amiliares 
I 

t Otra? Mencionelas 

2. ,Planifica usted sus vacaciones con anterioridad'? 

Si No 

I 

3. Si lo hace, ~quien hace los planes'? 

4. 
• I I 

GDonde ustedes han viajado, como familia, en los ultimos 

dos anos? 

A mi pueblo natal 

A visitar familiares en 

I 

cOtro lugar? Mencionelo 

5. CQU~ actividades OCUparon la mayor parte de SU tiempo en 

los lugares visitados? 

Visitas a los familiares, hablando 

Fiesta con los familiares 

Visitar como turista 
I 

• ? c:..Otra. Mencionela 
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6. ~ Ayuda su ni~o en las tareas hogarefias? 

s{ No 
I 

7. ~Estan las tareas de la casa repartidas entre todos los 

miembros de la familia? 

Si No 
I 

cpor que no? 

9. CLe ayudaba usted a SU mama cuando era pequena? 

s{ No 

10. cCree usted que los nines deben de saberse comportar? 

11. 

s{ No 

I I 
Si usted dice que si, ~come creen que deben hacerlo? 

Obedeciendo a los padres sin argumentar 
, 

Manteniendose en silencio 

Bajando la cabeza 
I 

COtra forma? Mencionela 

12. cQui~n mantiene la disciplina en el hogar? 

Padre Madre 

13. lCastiga usted a SU nine? 

Si No 
I 

14. ~Qu; tipo de castigo emplea usted? ~Que castigo utiliza? 

Enviar su niEo al cuarto 
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Azotar (pegarle, darle) al ni;o 

Hablar con el nine 

2 Otra forma? Menci6nela 

15. lcome el nine con la familia en la mesa? 

s{ No 
, I 

16. tQuien es el masque habla durante la cena? 

Padre Madre El nine 

~ Ot:b.o? -------------

Hermanos 

17. ~Leda usted besos y abrazos a su nine con frecuencia? 

s{ No 

18. ~Leda el padre , besos y abrazos al nine? 

s{ No 

19. lc~mo le demuestra usted su agradecimiento al nine 

cuando hace algo bueno? 
, 

Dandole una recompensa 

Con un beso y un abrazo 

Diciendo alga bueno del nine 
I 

t Otro forma? Mencionela 

20 L h - a usted a su nino a reconocer las partes del . ~ e a ensena o 

cuerpo? 

Si No 
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21. iLe ha ensenado usted a su nino a llamar las cosas por 

el nombre propio? 

s{ No 
/ 

22. tComo se siente usted en el nivel social que se encuentra? 

23. 

Muy satisfecho 

Satisfecho 

Insatisfecho 

/ • I , 
~Le gustaria estar en un nivel socio-economico mas alto? 

s{ No 

I 

24. ~Cual es el nivel educativo o social de alguno de sus 

mejores amigos? 

. I 
Superior al mio 

~ Igual al mio 

I 
Mas bajo que el mio 

25. 6Cu~nto han podido lograr ustedes, de los planes que 

ten!an cuando comenzaron su vida familiar? 

Los hemos podido completar totalmente 

Los hemos abandonado 

26. cCelebran ustedes las navidades? 

Si No 
I 

27. Si las celebran, · Con quien las celebran? 
C 

( Con mi familia inmediata 

( con todos mis familiares 

Con los amigos 
I 

~Otros? Mencionelos 
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28 . ~Utiliza usted la figura de Santa Claus como la persoha 

q~e ofrece los regales? 

Si No 

29 . 
I / 

Si contesto que no a la pregunta anterior, ~Quien es la 

persona que ofrece (o trae) los regal6s? 

30 . tCelebra usted el d{a de los Tres Reyes Magos? 

s{ No 

31 . tRecibe, SU nino regales en esta 
/ . 

ocasion? 

) Si No 

32 . ~Celebra usted las navidades de la misma forma que las 

celebraba cuando era nina? 

s{ No 

3 3 . iQu~ otras tradiciones mantiene usted, ense~adas por sus 

padres? 

34. 

35 . 

Bautismo 

Primera Comunion 

Quinceanera 

-
e,Reza usted con SU nino a 

( Si No 

I 

· Ofrecen la bendicion a la 
G 

s{ 

la hora de 

hora de la 

No 

Pinatas 

Compadrazgo 
I 

~Otras? Mencionelas 

acostarse? 

Algunas veces 

cena? 
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36. ·lLe ofrece la bendicio'n a su hijo? 

s{ No 

37. ~Acostumbraban sus padres a rezar con usted a la hara 

d e acostarse? 

s{ No 

38. ~Ofrec{an sus padres gracias a la hora de la cena? 

s{ No 

39. c Acostumbraban sus padres a darles la bendici6n a sus 

ninos? 

s{ No 

• I , b En esta seccion nos gustaria sa er como se comporta su 

, - I I 
nino, que cosas le gustan y cuales no le gustan con respecto 

al j u e go ·. 

1. 
, ( 

Cuando juega, tcuanta energia tiene su nino comparada con 

otros n inos de SU edad? 

) Mis energ!a que el nifio promedio 

) Como el promedio 

Menos que el promedio 

2. i Ou ~ t ipo de actividades hace su nifio realmente bien? 

Actividades al aire libre 

( Trabajos con herramientas, de construcci~n 

Trabajos manuales, arte 

Juegos pasivos 
/ 

·otros? Mencionelos 
(. 
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Cuande no hay otros niiios a su dispesici~n, ~quJ hace el 

nino para ocupar su tiempo? 

Juega con sus juguetes 

I 

Mira television 
I 

Trata de llamar la atencion de los adultos 
I 

~Otre? Mencionelo~~~~~~~~~~~~~~~-

4. econ qui~n juega su nine regularmente? 

Si 

5. 

6 . 

7. 

Si 

8. 

9. 

Con nines de su mismo sexo 

( Con nines menores 

Con nines mayores 

( ) Con sus hermanos 

el nine 
I 

favor de contestar las es varon 

·Le permite el padre jugar con ninas? 
C 

) sf. No 

· Le permite la madre jugar con ninas? 
c 

s{ No 

- jugar munecas? · Le permiten al nine con 
~ 

s{ No 

preguntas 

es una nina, favor de contestar las preguntas de 

~Le permite el padre jugar con nines? 

s{ No 

CLe permite la madre jugar con nines? 

Si No 

de la 5-7 .. 

la g...,10. 
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11. 

12. 
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~Se le permite a la nina jugar con camiones (trucks) y 

pistol as? 

s{ No 
/ . I 

cQue le gusta mas a su nino, pasar su tiempo con adultos 

0 c o n ninos? 

Con adultos 

Con ambos 

Con ninos 

Le gusta pasar su tiempo solo . 

SJ.
' I I es asi, explique que hace 

el nino 

I 
~Que tipo de juguetes le gustan al nino? 

Juguetes educativos 

Juguetes tradicionales (camiones y pistolas-ninos; 

munecas-ninas) 

Libros, crayolas , pinturas , marcadores de colores 
., 

cOtros? Mencionelos 

/ I 
En esta · seccion nos gustaria saber lo que usted opina de l a 

educaci~n y lo que usted ha est ado haciendo para ayudar a su nino. 

1. ~Qui ~n cuida al nino? 

La madre 

Un familiar 

Un amigo 
I 

cAlguna otra persona? Mencionelo~~~~~~~~~-
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2. tEnviaria usted a SU nino a la escuela a la edad de 3-4 anos 

aunque usted no estuviera trabajando? 

s{ No 

3. cHa estado su nino en escuelas maternales? 

s{ No 

Si contesto que si, a la pregunta anterior, favor de contestar 

de la 4-7. 

4. 
I 

~Par cuanto tiempo? 

• I 
Un ano· o qu1zas menos 

Dos anos 

I 
Mas de dos anos 

I I 
5. GPor que envio usted a su nino a la escuela? 

El nino necesitaba estar con otros nines 

) Yo trabajo 

( Otros ninos estaban asistiendo 
~ 

Es una buena preparacion para la escuela 

6. Despu~s de iniciarse en la escuela, ~le ha dicho alguna 

vez que desea quedarse en casa? 

Solo al principio 

) Algunas veces 

La mayor parte del tiempo 

) Nunca 

7. ~Qu; ha hecho usted al respecto? 
I Le explico los beneficios de estar en la escuela 
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I 

) Hable con la rnaestra 

Nada 

I I 

~Otra razon? Mencionela~~~~~~~~~~~~~-

8. ~Cu~nta educaciJn ~esear{a usted que su ni~o recibiera? 

9. 

Primaria 

Superior 

) · · Intermedia 

Universitaria 
• I .I 

c.Cuanta educacion usted espera que su nino obtenga? 

Primaria 

Superior 

Interrnedia 

Universitaria 

10. ~Cu~! es el nivel rnfnirno de educaci;n que usted opina su 

nino debe recibir? 

Primaria 

Superior 

Intermedia 

Universitaria 

11. cOu; tipo de trabajo le gustar1a a usted que su hijo hiciera 

c uando sea mayor? 
I' ' Profesional si es asi; c que tipo de carrera? 

I Abogado Medico 

( Maestro Otro 

I I 

tipo de Vocacional si es asi, ~ que carrera? 

I 

Carpintero Mecanico 

Constructor Otro 

I I 

12. CCuan importante es para usted la educacion para el futuro 

de su hijo? 

Muy ·importante Irnportante 

No muy inportante No es importante 
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13 . tCuan importante era la educacio~ para SUS padres? 

Muy importante Import ante 

No muy importante ( No era importante 

14. ~Cree usted que el future de su hijo se ver!a afectado 

o cambiado si no obtiene el nivel educative que usted 

15. 

16. 

17. 

18. 

I 
espera de el? 

s{ No 

I 

eOue materiales tiene usted en la casa para que SU nino 

pueda trabajar? 

· Le c ha ensenado usted a SU nino a escribir SU 

si No 

<:.Sabe SU nino escribir SU nombre propio? 

SJ. No 

·Le ha ensenado usted los colores a su hijo? 
t 

sl No 

nombre? 

19. ~Le ense~a usted a reconocer semejanzas y diferencias en 

los colores? 

Si ( No 

20. ~Le permite usted a su ni~o jugar con materiales para 

escribir?· 

Si ( No 

21 . CCon que frecuencia juega SU nino con estos materiales? 

/ 
Una vez al di.a 

Una vez a la semana 

Una vez al mes 
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22. 2Tiene un diccionario o una enciclopedia en su casa? 

23. 

s{ No 
. , 
lCuantos magazine~ (revistas) tiene us~ed en su casa? 

0 

5 

10 

20 

24. Si ust~d tiene revistas (magazines) en su casa, los 

tiene 

I 

en espanol en ingles 

' 25. · Lee usted el periodico? c 

( } Si No Algunas veces 
I 

libros piensa usted tiene casa? 26. ~Cuantos que en SU 

5 20 40 100+ 

27. ·c Tiene su nino libros de historias? 

Si No 
, 

28. Si tiene, tque clase de libros le interesan? 

libros de animales 

personajes de la T.V. 

cuentos de hadas 

de letras (ABC) 

( } otros ___ ~----------.,---------
,I 

29. ~Sabe leer su nine, algun material irnpreso? 

s{ 

30. Si sabe, mencione cuales: 

Dr. Pepper .· 

Coca Cola 

No 

Quick 

Otro 
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, 

~Con cuanta frecuencia su niiio va a la biblioteca? 

Nunca 

) Cada semana { 

Cada dos d1as 

Todos los meses 

32. tLe ensena usted a SU nine a contar? 

Si No 

33. • I I 

lCuan importante cree usted que es la educacion preescolar? 

Muy importante Importante 

( · No muy importante 

34. ~Con cu~nta frecuencia usted cree que los padres deben 

ayudar al nine de edad preescolar en el hogar? 

Nunca 

20 min. al dia 

40 min. a la semana 

60 min. a la semana 

35. Si nunca lo hace explique porque. 

La ensenanza requiere entrenamiento espec1fico 
, 

Puede hacer que el niiio pierda interes en la escuel; 

Puede confundir al nine cuando vaya a la escuela 

- I , El nino tendra tiempo 

36. ~Cree usted que el nine debe aprender a leer en espanol 
I / 

primero y despues en ingles? 

s{ { No 
I 

3 7. Si contestc{ que si a la pregunta anterior, ·<:. por que? 
J 

Perque el nine entendera mejor 

Perque puedo ayudar al nino 

Perque es nuestra lengua nativa 
. I I 

totra razon? Mencionela~~~~~~~~~~~~~-
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I I 

Si contesto que no, a la pregunta 36, <.por que? 

Porque el nino debe aprender el ingl~s lo m~s 

pronto posible 

I 

Porque el ingles es el idioma que se usa en 

la escuela 

Perque yo no quiero que mi nino hable espanol 
, I I 

cOtra razon? Mencionela~~~~~~~~~~~~~~ 

• I ~ 
En esta seccion nos gustaria conocer el uso que ustedes le 

dan al televisor en su hogar. 

1. 
I • , 

CCon cuanta frecuencia SU nino mira la television· ? 

5 horas o menos a la semana 

) 10 horas a la semana 

15 horas a la semana 

25 horas a la semana 

, - -, 2. Mira la television. , su nino, en compania de un adul to? 

s{ No 

3 
1
1 1 favor;tOS de SU nino? . ccua es son os programas • 

I 

4. iEst~ usted consciente de algun valor educative que pueda 

' adquirirse rnirando television? 

s{ No 
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Sl.. c on testo' ' · 1 
5. que s1., ,cuales son esos aprendizajes? 

6. 

7. 

8. 

9. 

10. 

Aprender a reconocer material impreso 

Conocimiento sobre historia, ciencia, etc ... 

I 
Interes en aprender a escribir 

. ' · . I totra razon? Menc1.onela~-------~-- ~ 

~Aprueba usted los programas favorites de SU nino? 

Si No 
I 

' Si no lo hace, tque hace usted con relacion a ello? 

) Le apago la television 

Lo dejo que la mire 
I 

Le ofr ezco otra actividad. Mencionela 

c.Le recomienda algunos programas de televisi6n 

Si No 

Sl.
. / es a s1., Mencione cuales. 

Mr. Roger's Neighborhood 

/ 
Plaza Sesamo 

) Captain Kangaroo 

Dibujos animados (Cartoons) 

Documentales 

Otro 

a 

Su nino algun anuncio comercial? c Ha memo riz a do 

> s{ No 

SU nino? 

I 
11. Si es asi; 2cuales de ellos? 

McDonald 

Ramada Inn 

Seven Up 

Otros __________ _ 
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Table 1 

Employment of Parents Living in the Household 

of Eighty-five Study Families* 

Occupation 

Fathers 

Student 

Factory Worker 

Salesman 

Mechanic 

· :Doctor 

Carpenter 

Postal Clerk 

Teacher 

Fast Food Employee 

Trucker 

Heavy Equipment Operator 

Plumber 

Custodian 

Constructor 

Programmer 

Accountant 
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Number 

17 

10 

6 

6 

5 

4 

4 

3 

3 

3 

3 

2 

2 

2 

2 

1 

Per Cent 

20 

11. 8 

7.1 

7.1 

5.9 

4.7 

4.7 

3.5 

3.5 

3.5 

3.5 

2.4 

2.4 

2.4 

2.4 

1.2 
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Table 1--cont inued 

Occupation Number Per Cent 

Baker l l. 2 

Wai t er l l. 2 

Po li ceman 1 1. 2 

Draftsman 1 l. 2 

Electrician 1 1. 2 

Administrator l 1.2 

Social Worker 1 1. 2 

Lawyer 1 1. 2 

Unknown 4 4.7 

Tota l 85 100.0 

*Chi s quare (66)=129.55, p <.05 



Table 2 

Employment of Parents Living in the. Bousehold 

of Eighty-five Study Families* 

Occupation 

Mothers 

Homemakers 

Students 

Teachers 

Secretary 

Hotel Hou s ekeeper 

Dressma k e r 

We l der 

Factory Wo rker 

Cook 

Medical Technologist 

Lawyer 

Fast Food Employee 

Manager 

Counselor 

Total 

*Chi s quare (3)=69.42, P <.05 
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Number Per Cent 

51 60. 

8 9.4 

5 5.9 

5 5.9 

3 3 . 5 

3 3.5 

2 2.4 

2 2.4 

1 1. 2 

1 1. 2 

1 1. 2 

1 1. 2 

1 1. 2 

1 1.2 

85 100.0 



N ..... 
0 

Groups 1 2 3 4 5 

Mexican 1 3 

Puerto Rican 1 

Cuban 

Venezuelan 

Total 1 4 

*Kruskal-Wallis 1-Way Anova 

Chi-Square 15.72, p( .05 
Corrected for ties 

6 

4 

1 

2 

7 

Table 3 

Mother's Education* 
(by grades) 

7 8 9 10 11 12 

1 1 2 3 

2 2 1 2 8 

1 5 2 2 4 

1 2 1 

1 9 7 5 2 16 

13 14 15 16 17 18 19 20 

4 4 1 1 

2 4 

1 l 1 1 

1 3 2 5 1 1 

2 10 3 14 1 2 1 



N 
r-' 
r-' 

Groups 1 2 3 4 5 

Mexican 2 

Puerto Rican 

Cuban 

Venezuelan 

Total 2 

*Kruskal-Wallis 1-Way Anova 

Chi -Square 1 7 •. 8 7 , p < . 0 5 

6 

5 

2 

7 

Table 4 

Father's Education* 
(by grades) 

7 8 9 10 11 12 

1 1 2 3 

1 5 1 1 1 5 

2 5 4 1 4 

1 8 7 5 4 2 

13 14 15 16 17 18 19 20 

1 3 3 1 1 2 

1 2 1 3 

2 1 1 

1 · 2 3 8 1 1 1 

5 5 4 13 2 2 1 7 
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Written Forms of Consent 



Texas Woman's University 

Comitt de Revisio"n de Recursos Humanos 

( Forma B) 

Titulo del es t udio : 

Consentimiento para participar en el trabajo de investigaci6'n c omo 

sujeto o recurse humane. 

He recibido una descripcion oral del estudio que s e va a r eali zar, en 
e l cual se incluye una descripcion de los procedimientos y propositos 
del mi smo. De igual forma se me han explicado los posibles riesgos 
e incomodidades al igual que los beneficios que puedan lograrse con 
e l estudio . Mehan pedido que conteste todas las preguntas de un 
c ues t ionario. Entiendo que mi nombre no sera utilizado ni revelado 
e n ningtn documento y que tengo el derecho de retractarme en cual9uier 
memento. Entiendo que no existe ningun beneficio, de serv i cios me di c os . 
o r emunerativos para los sujetos que participen en el estudio , par 
parte de la universidad, si hubiese algun accidente durante el transcurso 
e n la participacion del estudio. 

Firma Fecha 

Testigo Fecha 

Certificacibn de la persona gue esta esplicando el estudio : 

Ver ifico que he ofre cido la inforrnacio'n completa y he explicado l o s 
p ropositos del estudio a la persona rnencionada en la parte super ior. 

Firma Fecha 

Puesto 

Testigo Fecha 

Copi a de esta forma, firmada y testificada , debe se~ ofrecida a c a da . 
· t articipe en el estudio. Una segunda copia de be ser re t enida 

suJ e o que P . . d 1 · t"' d R 
por el investigador para llenar los requisites e corn~ e e ecurs o s 
Humanos. El investigador debe retener una tercera copi a para s u s 

archives. 
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Texas Woman's University 

HUMAN RESEARCH REVIEW COMMITTEE 

(Form A - Written presentation of subject) 

Consent to Act as a Subject for Research and Investigation: 

The follow~ng inform4:1tion is to.be read to or ready by the subject. one 
copy of this form, signed ~nd w1tnesse~, mus~ be given to each subject. 
A s 7cond copy must be retained by the 1.nvest1gator for filing with the 
Chairman of the Human Subjects Review Committee. A third copy may be 
made for the investigator's files. 

1. I hereby authorize Carmen M. Cintron 

2. 

(Name of person(s) who will perform 
procedure(s) or investigation(s) 

to perform the following procedure(s) or investigation(s): 
(Describe in detail) 

An interview will be conducted by Carmen M. Cintron with 

a questionnaire designed to obtain or identify cultural traits 

and traditions used in the home. The questions are designed 

to gather information relevant to the study. 

The procedure or investigation listed in Paragraph 1 has been ex-
plained to me by Carmen M. Cintron 

(Name) 

3 . (a) I understand that the procedures or investigations described in 
Paragraph 1 involve the following possible risks or discomforts: 

(b) 

Questions will be asked about my personal ways of maintain

ing traditions, and my beliefs about education, television, 

social traditions and my child's interest . 

I understand that the procedures and investigations described 
in Paragraph 1 have the following potential benefits to myself 
and/or others: 

This study can provide or contribute additional information 

to current knowledge concerning culture awareness in the pre

school years that may assist educational planners to provide a 

better educational foundation for the Spanish-speaking children. 

214 



215 

(c) I understand that no medical service or compensation is pro
vided to subjects by the university as a result of injury from 
participation in research. 

4. An offer to answer all of my questions regarding the study has bee n 
made. If alternative procedures are more advantageous to me, they 
have been explained. I understand that I may terminate my partic i 
pation in the study at any time. 

SubJect's Signature Date 

(If the subject is a minor, or otherwise unable to sign, please complete 
the following): 

Subject is a minor (age~~~', or is unable to sign because: 

Signatures (one required) 

Fathe r Date 

Mother Date 

Guardian 
Date 

Witness (one required) Date 



APPENDIX D 

Lullabies 



Songs, lullabies 

Dutrmete mi niho 
Yo te dormire 
con la marquita 
de Julian Jos~ 

Mi linda mamacita 
Quien te tuviera ah{ 
Junto a tu muchachito 
que tanto piense en t{. 

Este ninito quiere 
dormir en cuna. 
Su padre es carpintero 
que le haga una. 

La nena de (mami-papi) 
se quiere dormir ,,, 
haganle lacuna 
en el toronj il. 

Este nino lindo 
que naci6' de d{a 
quiere que lo lleven 
a la dulcer{a. 
Este nino lindo 
que nacid de tarde, 
quiere que lo lleven 
a pasear al parque. 
Este nino lindo 
que nacio de noche 
quiere que lo lleven 
a pasear en coche. 
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Due'rmete mi nina 
duermete mi amor 
due'rmete mi pedazo 
de mi corazon. 

A dormir, a dormir 
pichon del monte, 
a dormir, a dormir 
que ya es de noche. 
Este ninito quiere 
que yo le cante 
que le cante su madre 
que es la causante. 

·A dormir, a dormir 
que el cuco viene 
y se come a los nenes 
que nose duermen. 

Nana nanita ea, 
nanita, nana 
Mi nino tiene sueno 
bendito sea, ea, ea. 

Pajarito que cantas 
en la laguna 
no despiertes al nino 
que esta en lacuna. 
Ea la nana, ea la nana, 
duermete, lucerito 
de la man'ana. 



APPENDIX E 

Traditional Songs, Games With Songs, 

Circle Songs and Poems 



Traditional songs 
I 

Mambru 

Marnbru se fue a la guerra Lo llevan a enterrar 

que dolor, que dolor que pena. Como le pertenece. 
I 

Marnbru se fue a la guerra, Lo llevan a enterrar 
I I I 

nose cuando vendra. con pompa y majestad. 

Que do rem{ 

que do re fa 

Nos~ cuando vendr~. 
' I S1 vendra para Pascua 

que dolor que dolor que pena 

si vendra para Pascua 

o para Navidad. 

Que do re m1, 

que do re fa 

Opara Navidad. 

I ' Alla v1.ene un barquito 

que dolor que dolor que pena 
I 

Alla vi.ene un barquito 
/ I 

noticias traera. que 

do ' Que re mi 

que do re fa 
I 

Que noticias traera. 

Las noticias que trae 

Que dolor que dolor que pena 

Las noticias que trae 
I 

, 
que Mambru muerto esta 

I 
que do re mi 

que do re fa 
I 

Que Mambrtl muerto esta. 
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I Que do re mi que do re fa 

Con pompa y majestad. 

La caja era de oro. 
I 

Que dolor que dolor que pena 

La caja era de oro, 

la tapa de cristal. 
I I d f Que do re mi, que ore a 

La tapa de cristal. 

Encima de la caja 

qu~ dolor que dolor que pena 

Encima de la caja 

un pajarito va 

Un pajarito va. 

Brinca la tablita 

Brinca la tablita 
• I 

que yo la brinque 

Bri""ncala tu ahora 
; 

que yo me canse. 

Dos y dos son cuatro 

cuatro y dos son seis 

Seis y dos son ocho 

y ocho diesiseis. 



Los caballitos 

Varnos a los caballitos 

mira como corren. 

Cinco centavos, una carrera 
. ., / . 

Ven, ven ven. Sientate aqui 

(La rodilla). 
,. 

Los caballitos corren asi, 
/ ,., 

as1, as i. 

Pollitos, chicken 

Gallina, hen 
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1{pi z , penci 1 y pl uma, pen. 

Ventana, window; puerta, door 

Maestra, teacher y piso, floor. 

Los pollitos dicen 
/ / / 

Pio, p10, p10 

Cuando tienen hambre 

cuando tienen frio. 

La gallina busca 

el ma{z y el trigo 

le da la cornida 

y le presta abrigo. 

Bajo sus dos alas 

acurrucaditos, 

hasta el otro d{a 

duermen los pollitos. 

Los pollos de mi cazuela 

no son para mi comer 

Que son para la viudita 

que lo sabe cornponer 

Se le echa ajo y cebolla 

y hojitas de laurel 

y se sacan de la olla 

cuando se va a corner 

Cornponte nina componte. 

Que ah{ viene ti maridito 

con un bonito traje 

que parece un carnicero. 

Anoche yo te vi 
Bailando el tulip(n 

moviendo la cintura 

para pan, pin, pin, pan. 

Arroz con leche 

se quiere casar 

con una viudita 

de la capital. 

Que sepa coser 

que sepa bordar 

que ponga la aguja 

en su campanal. 

· 1/ t'l/ Ti 1n, 1 an, 

sopitas de pan, 

Alli viene Juan, 
. / d 1 corn1en ose e pan 

si nose lo dan 

se pone a llorar. 

Yo soy la viudita 

la hija del rey 

me quiero casar 

y no encuentro 
• I con qu1en. 
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Pues si eres tan bella 

t . / y no encuen ras con qu1en 

escoje a tu gusto 
~ que aqu1 tienes cien. 

Contigo si, ~ontigo no 

contigo mi vida me casar~yo. 

,, 
Palomita blanca del piquito azul 

/ / 
Llevame en tus alas aver a Jesus. 

S I '""· t b t 11 /' 1 n1n1 o ueno, yo e evare 

Perque con mamita te has portado bien. 

La cucaracha Martina 

Cucarachita Martina 

cTe quieres casar? 

·,Te quieres casar? ,. 
Ratoncito Perez 

te viene a invitar. 
/ 

Ratonci to Perez, 

ratoncito amigo 
, 

bailare contigo, 

tra, la, la, la, la. 

Tengo una vaca lechera 

no es una vaca cualquiera 

Meda leche condensada 

Hay que vaca condenada ,,, / / 

Toltn, tolon, tolon, tolon. 

Los pollitos dicen 
,, /' / 

p10, p10, p10 

cuando tienen hambre 
/ 

cuando tienen fr10. 



Un pajarito vino hoy 

muy temprano donde m( 

y me dijo al despertar 

note vas a levantar • .,, 
De la cama yo salte 

, ,,. 
me vesti y me arregle 

ya la escuela yo me voy 

para tarde no llegar. 

Mi escue1ita 

Mi escuelita, mi escuelita 

yo la quiero con amor 
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por queen ella, por queen ella, 
. ,,,. 

es que aprendo la leccion. 

Por la manana temprano 

lo primero que yo hago, 

saludar a mi maestra 

y despues am{ trabajo. 

En nombre del Cielo 

os pido posada, 

p ues no puede andar 

mi esposa amada • 
.,,.. / 

--Aquino es meson 

s i gan adelante, 

yo no pueo abrir 

no sea algun tunante. 

Posada te pide, 

amado casero, 

por sola una noche 

la Reina del Cielo. 

D .,,,, ,, . 1 enme mi aguina do 

con mucho carino, 

como se lo dieron 

los Reyes al niho. 

Venid pastores, venid 
/ 

Oh venid a Belen, 

Oh venid al portal 
I 

No no me voy de Belen 

sin el riino ·Jestis 

Un momenta adorar. 



Games· with songs 

Dona Blanca 

Dona Blanca esta' cubierta 

de pilares de oro y plata 
I . 

Romperemos el pilar 

para ver a Dona Blanca. 

/ 
El Gato y el Raton 

Alla viene el gato y el rat6n 

A darle combate al tiburbn. 

El patio de mi casa 

El patio de mi casa 

es muy particular: · 

Cuando llueve se moja, 
I 

como los demas 

.... ;t'. 

Agachate y vuelvete 

a agachar, 

que las agachaditas 

si saben bailar. 

H-I-J-K-L-LL-M-A 
I , ' que s1 tu no me quieres ,,,. 

otro amigo me querra. 

/ 
San Pantaleon 

/ • I I 

San Pantaleon,t.que cuantos son? ,, 
Son 25 y el carbon 

Cinta de plata, para la gata. 

Coche de oro para el moro. 
~ ,, 

Cururucu, que te viras tu. 
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(Otro) 

;I" 
San Pantaleon, que 20 son ,,,, 
las gallinas y el capon 

., / 
el capon se le escapo 

la gallina se quedo. 

Herradura para la mula 

coche de oro para el moro 

coche de plata para la Infanta 

cucurucu', que te vuel vas tu. 

/ San Sereni 

~ San Sereni, 

a la buena buena vida 
,,, / 

hacen asi, asi, las lavanderas 
/ ~ / 

asi, asi, asi, 
, ,, 

asi, me gusta a mi. 

(adding different jobs, 

dramatizing the movements) 

1 d 
. / 

E Puente e Avignon 

Por el puente de Avign6n 

pasan todos, pasan todos. 

d 
. / 

Por el puente e Avignon, 

pasan todos y tu tambiln. 



La senorita 

La senorita (nombre) 

entrando en, el baile. 

Que lo baile, que lo baile. 

Y si no lo baila, 

le daremos un castigo malo. 

Entre usted que la quiero 

ver bailar. 

Ambos a dos 
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Ambos a dos matarile, rile, rile 

Ambos a dos matarile, rile, ron . .,,, . 

tQue quiere usted? 

Matarile, rile, rile, rile. 
• I 

tQue quiere usted? rnatarile, rile. 

tQue quiere usted? matarile, rile, ron. 

Yo quiero un paje , matarile, rile 

Yo quiero un paje, matarile rile, ron. 

Escbjalo usted, matarile, rile 

Esc6jalo usted, matarile, rile, ron. 

Yo escojo a (nombre) 

Matarile, rile, rile 
• I 
lQue nombre le va a poner?. 

Le pondrernos 



Circle Songs 

I • 
La paJara pinta 

Estaba la pajara pinta 
Sentadita en SU Verde limon, 
Con el pico recoge la hoja 
con la hoja recoge la flor. 
,Ay, mi amor ! i Ay mi amor ! 

Me arrodillo a tus pies 
y constante, me arrodillo 
a los pies de mi amante. 
Dame un beso y un abrazo 
Para que me quieras mas. 

Carbonerito 

• I cDonde vas carbonerito? 
iDonde vas a hacer carbon? 
A la vina, na, fia 
A la vina, na, fia 
A la vina, na, del amor. 
Me diras si soy casada 
me diras si tengo amor. 
A la Vina, na, ha 
A la vina, na, na 
A la vina, na, del amor. 

Hilo hilo 

Hilo hilo hilo verde 
que hilando lo hile. 
En el camino me han dicho 
lindas hijas tiene usted. 
- Tengalas o no las tenga, 
no las tengo para dar, 
que del pan que yo comiere . , , 
ellas tambien comeran 
y del agua que bebiere 
ellas tambien beberin. 
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Yo me voy muy enojado 
a los palacios del Rey 
a decirle a mi senor 
lo que vos me respond~is. 
- Vuelva, vuelva caballero 
no seais tan descortes 
que de las hijas que tengo 
la mejor sera de usted. 

Dona Ana 

Dona Ana no esta aqu{ 
que esta en SU vergel 
Abriendo la rosa y 
cerrando el clavel. 
Que pasen los estudiantes 
que pasen por aqu{ 
que de d1a ni de noche 
me dejan dormir 
~Como esta Dona Ana? 

Muerta ! ii Y me los voy a coger 
a todos ! ! 

A la limbn 

A la limon, a la limon 
que se rompio la fuente 
A la limon, a la limon. 
Mandadla a componer 
A la limon, a la limon 
No tenemos dinero. 
A la limon a la limon 
nosotros no tenemos. 
A la limon, a la limon 
pasen los caballeros 
A la limon a la limon 
4e cascardn de huevo. 



Arepitas de manteca 
.,, 

para mama que da la teta 

Arepitas de cebada 
/ 

para papa que no da nada. 

Tortitas, tortitas 

tortitas, de manteca 

Poems 

;' 

para mama que esta en la fiesta 

Tortitas, tortitas 

de casabe 
/ para papa que no lo sabe. 

Tengo la manito quemada, 

no me queda ni hueso ni nada. 

El pallito asadito 

Con su sal y su mojito. 

Torticas de manteca 

Torticas de pan blanco 
,I' / 1 para papa que esta en e campo. 

Con Dias me acuesto 

con Dias me levanto 

con Dias y la Virgen 

Y el / ' t Esp1r1 u Santo. 

Ana Mar{a de {a 
/ 

de capo capuia 
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Patito, patito 

color de cafe 

Porque andas triste 

quisiera saber. 

Perdi mi patiro 
/ 

color de cafe 

Por eso estoy triste 

Y triste estare'. 

Lacasa ca1da 

las trastes quebrados. 

Los ninos enfermos. 

(nombre) herido y. ~. 

el amo mojado! 

Los zapatitos me aprietan. 

Las medias me dan calor. 

Mamita me quiere mucho 

Pero mas la quiero yo. 

Los zapatitos me aprietan. 

Las medias me dan calor. 

Y cuando miro al cielo 

Vea un rayito de sol. 

Pon, pan, pon 

El dedito en el pilon. 



Estaba el se~or don Gato 

Sentadito en el tejado 

con las manos amarillas 

y zapatos colorados. 

Entonces vino la gata 

Con los ojos relurnbrosos 

Y el gato por darle un beso 
/ 

Se cayo dentro del pozo. 

Llamaron al escribano 

Pa'firrnar el testamento 

Y l os ratones contentos 

Se vistieron de colorado. 
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APPENDIX F 

Children's Favorite Television Programs 



Children's Favorite Television Programs 

Mexicans Puerto Ricans Cubans Venezuelans 

Sesame Street 

Cartoons 

The Muppet Show 

1-2-3 Contact 

Electric Company 

Villa Alegre 

Mr. Roger's 

Chips 

Charlie Brown 

Hulk 

Wonder Woman 

Popeye 

News 

BJ and the Bears 

Ice Skating 

Ballet 

10 

16 

4 

11 

11 

1 

3 

2 

2 

4 

11 

2 

1 

13 

12 

2 

16 

13 

15 

6 

6 

3 

7 

6 

2 

l 

1 

3 

11 

17 

2 

1 

2 

2 

1 

4 

2 

5 

4 

2 

1 

1 

7 

13 

1 

1 

2 

2 

1 

1 

1 

1 

l 

1 

1 

Others: Little House on the Prairie, Welcome Back Kotter, 
Happy Days, Dukes of Hazzard, Mickey Mouse, Beaver, 
Scooby Doo, Family Feud, Love Boat, Romper Room, 
carrascolendas, Educational Programs, Specials. 
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