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PRE ?ACE .
.

. ,74,?" r

,.

. In 1965, when Project Head Starticjas inaugurIed, them
, :

were very few.precedents for thik type of rogYam. Although hur-
.

,

.
, i

vt.

# ot ...
'4

,

sery schools had.existed,for some time, t eyy!r as they .still
. .

, I, . 0
. are today, largely a. middle class php-nomenpn. .in addition, as 'r

-,
.

.

. .

Hess4et al (19,1, p;age.:267) have noted/. much of the research that
:i,. . . 1

y ,

pre,

-p4Pd Head%.Start had "used white-, urban middle class samples
$ 4 ,

.
.

-,,. . f-

'exclusively." 1
1

.
4

: .
.

To :del sure, a kriowledge-base to "justify'.,a programforpre-
.

.- ,r
?

school cliildrdn was emerging. Martin Deutsch Vias having considerable

A .. ) r .. .

. success itr New York Citkin his work with deprived ciiildken; there
. .

was -ehe work of Bloom. (19614) that "dismissed the importancerol.
early experience upon subsequent cognitive growth and education

achievement" (Hess et al,
,

op.cit.,- page 2651; of Kagan and Moss
,

1 n(1962):61 "general psycho-social development (g.p.c.i.t.) and -"a' ,;
...

i

gly-olf research and writings on the specifi c influence of home

.
1. % . . h. . . .

,
- .

and'maternal factors in the socialization of cognitive behaVior
$

.

I: . .
in young childrn," (522..cit.).

z,...0. .

i

$._
Parent participation in-HeadtStart was to. a; large extent re-,

Ns

. . .

lated to these developments.. As Hess (.22..cit.).points out:
,,f

,

, k
c.

.

i

"A compelling line of argument Was developed ' 1.-.

-: for parent participation in early education .

Ixrograms. It contended that early experience

. "i .
affects Subsequent 4,ntelleuz1 sand educa- 0

1. tional growth and achievemiiti and that. chill -

dren wh -grow uplin:homes disadvantaged by /
.

racial U crimination:and poverty have it.de-, :

ficit of experiendes presumably essential for
.1

*1Though usually referred to simply as Head Start, thp official

we use both terms. Additionally, local Head_Staxt.programs
name of the effort is Ptoject Head Start. In this report,

are sometimes referred to as Head Starts.
./

O
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,' acadkliC achievement -in the public schools."-
,

. 4 %.
. . ,,

/ . 4, ..

As we shalt hgve'occasidn to-note, the.assuri)tions stated liy
,

. e. .
. .

. .

. Hess, though not .1cessarily reflective .of his own. position, becam&
, 1

. .

the underpinning for Project Head Start. The ents for
- . .

involving parentsin the program weretlargely rehabilitative it
-

. ,

nature. Their intent was to.assist parehts "in- providing a more

adequate edii-ationalelivironment for their-young children.'

(op.Cit.; pages 265-266)

At the same time; hoWeve4, there was-another set of arguments
.. .,,,

..

that emanated from a dif rent ,direction. Although. Head_Start
.-

--\ .

was conceiVed primarily as a program -for young children,-the con.,

text in which it developed was that of the'CommUnity Action Program,

(CAP)_oi'the Office of Econamtc Opportunity(bEOY. In thewordf)
/7-

t .

°the enabling legislation, a community action. programs was one "which
%.

is developed, conducted, and administered with the maximum feasible

partidipatiOn of the residents

groups served....' (Sec. 202 (a),

of-the 'areas and members'?f

-_'(3) of S.2b42 thid,(the Economic Oppor-
-

tunity Act of 19E4). ,Thus- a. second rationale for parent. participa
t

tiolT was a 'Mandate- in the, legilatiOn itself

IS Hess's view,'the latter thrust was primarkly'social and
9 . ( ,

.

political-in origin -- as opposed to educational -- althoth one_
, .

.

could argue as does Gordon*thatilitost ra'tionaIes for overcoming
.

... N

the effec'ts of deprivation "are social in.eritn% According to Hess'
. ..

and his associa-kes'it-4as the impetus -of.the ciiiil rights movement
.

h
,

.. . 1 .. ,
-.

.
. .

* The complexities of and confusion about"this mandate are discussed
/. . in. Chapters 2 and-3 of Part One of this report.

, . .
i,_ .,- i e

* *See Cha to 1; PartTwo; of This report.
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which preceded, but only. barely;. the enactment ,of the EOA that ,

.

lead to f.:he'dpvelopment.
,

-

"One feature of the civil rights move

ment was a bitter and articulate criti-

cism of the public schools:, especially

. ., ih urban areas. Criticisms ooncentx!ated

upon the lack of relationship betwee.fthe..

edUbational experiences.pffered
by,the f,

..
. school and the local community's cultural .

/, experiences and needs." (Hess gt.al,.op.
.

citi,' page 26t)
I . .

a'

0

'0

0 #'

,

.Tere is no doubt that social and political
considerations were

. "
.

. .

among 4he factors that
Influebced the 'design "of the proqram, . .

.

--
, A

. t

t

as indeed they influenced the Economic Opportunity:Act'itseif,,

,

0 l
: 4)-Ehe same- time,'howeverthere was al ,a body of experience,.

. , ,

.

-knowledge, and a set of assumptions abou the Causes of depriva-

,
.;, .

. tion that providgd a rationale for thi a proach as,,Well. Pri-.s.

) , 1'

.

mainly, thi'set-of
assumptions Was derive from studies by so--

,

. Ciol,ogists, anthropologists,lpdlitical]scie
Lists and ta some

-

extent economists, wtio viewed deprivation no so much the result

.._

1

.
. ..

'of gaufty or inadeqtateSocialiiitioh,
but th consequence of

% : it S
,

,-3

.
.

the yay our society Was organized, and the fac thatotr Major,

1

, i
.; '..,

institutions, among whidh education was a gime example, we

k geared mainly to 'serving the middle class. .In- this view, 'the

0
,

'
aim of anti -poverty programs vas

not :merely to provide additional

L .

services
oto.the poor, bu-ifigk*0 sure that the programs and .

.

1

,

:-
.

`services reMainedrelevant tp_tc--heir
aspirations and

p
-

.
From this

perkpective, the purpose of .parent participation
.

5.

went far beyond the training or'education
of parents so they

..',/

.

1

...
.

, : could "provide a more adequateedlicational
environment for their

Young childrep" within the family.
.Here the emphasis was to give

lIl
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.

.

,
.

'parents,'or other residents of poverty areas, a measure of con.:.

areas,
.

. 4.
.1

. .
I

.
.1

,

trol Over,the sere ces-and programs that.
' were intended for their

1 /

; ' 1

I.

According to He-is and his associates,
1 t

"It was ot.widely recognized/ at the time

- that theft rationle and points' df view

that underlay thdsd two infl ences -- edu-
cationa]; and political -- so n would come.

'iAto conflict.. There may b an inherent cond-

tradiction between the arg gents that haveto

ido with, cumtlative deficit and those whoh .,.

support ethnic pride and seilf-determinatio!n

for ghetto commtinities.P (Hess al i.1.,.Qa-

cit., page 266)

'

benefit.

ti

A somewhat similar concern.i.
/

noted in the Request .for ,Pro:

sal.._hat-initiated this study:

fa long) been recognized
"While the value of participation in the

.child's development is
as a central. element 'in optimum growth the
value of pa-rent parti&patibn in decision::

malting efforts about staffing', budget, curri-

culum, personnel and other matters relating

to program operation has been. questioned.

Welneed to examine thwilead Start experience

for whatelleK guidance it cah offer as,to
whethdr the optimism about the vallie0 the

role of learner, and the skepticism about

the values of the role of decision-naker.as_
these have been realized in current,educa-'

btional practice-are justified." ,(page 3 of

11 of the Wce.Statement) ,

Whether there is
an'qinherentFontradiction" or conflict be--,1

.

.

tween these twd roles is open to question,
.

As the Teoz;'hnical Re-
.

. .,

.

poit'on the' field research which. formed part of this :study shows,

s4.

i
parent participation of either,Ve -- learner or decision-maker --

"has positive iffectS on the progYa:m. In addition, when both

types are combined in one Progrard, there is further movement ina

positive ditection.
- And from. a theor4tical pgsition', there-is

I

iv

A
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.justification for parents in decision - making roles even if it
- .

causes cdnflict. As tolly.Greenberg who participated in-the
st.

llevelopMent of Head Stertlat OEO, and later played an impor-
, .

tant role in the pro ram of the Child Development Group of"
., .

, . .

. . .

,
-

. -

t Mississippi note
.

.11Integiating a few classrOoMs in atoken, or
Bette' yet inn a real way ±s unquestionably
a stqp ahead for Negroes ,inla.Jim Crow com-

0. munity. But. it is not nearly as eaningfuI

.
as integratijgg the community itself. Since..

ohild'does 't live and learn exclusively ..'
in-a,cliSsro6m, Iwas worrie&alioutNOEO's

, . .t
nervousness In urging ,changes )i4;E attitudes .

2

and, behavior of.theichild's.entire commuAity. q!sib4
i

, .k We couldn't claiwi to be.doncerned with child t

development and yet gnore the terrible ih.-
dignittits and4dangers this child would suf-

. .° fer in.hA deVoutly°segregatdd cOmmuniiky.°
We couldn't'be devoted child develbpMent
workers especially in such'a state" as Mi:S-Si-

-.

ssippi,and. not b6 'bothered with significant
,

)
action.4Auman 1.1d communitydevelopment

.

.

too." Mreenbergi 1969, page ;N.
. 1

Hess, in "a paper that preceded -Ehe.one we have-been doting
,---

came to- somewhat siinilai' conclusions:. .

.... it seems unlikely ,that all models of,,

deprivAion must ultimately inAude the:ef-7
. fects ofsocial structure upon individual

cognitive behavior.and the need to modify
that Structure if intervention techniques r

1 '. are to -succeed. (PISS, 1969, pa4e,37.)
.

:. *.
.

. . ,

In certain respects,',this rePori is an exploration of,the
e40

issues in have just posed. FZom the very beginning,of OEO, and.

41.

sr

I s

of Head. Start as:welle there' Was considerable controversy about
,-

A- , . 1,

the .nature oi f pgverty -- its. causes and its cures:--.and about
,.. ,

the role that residehts of.poverty ark 4p should play in the

V.

v, I
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grams. While there was virtually.,no argument about

(or parents)' as employees, Volunteers or recipients
.

there was much debate and confusion about-their

making role.

residents,

of service,-

Ii' Moynihan's view (1969) it was this latter. aspect which.

e

led
(

to virtual.'demise of the Community Action: Program,- for by

%giving residents'a
voice,in the program, it released years of,

anger and frustration which inevitably led to assaults:onthe

destablishment," and thereby ntagonized the mayors ( `;the Con-

.gross, and even e President.. Ad we will-show, however, this

occurred in rel ively few communWes, although;- as it harpened,

they wer4he'co unities that teCe
,

i!ged.most attention fom the

press wand conse uently created a climate of opinionsthat ef-

fect d the way the program as a whole came to be viewed,

4

wor the most part, ,U0 programs were based on what we de-

,

tine as "a deficit Modell' in which'poverfyiis
viewed as' a :result

,

. 3/44 ...:

' of deyrivation%
..,

Most commung.ty actibn rograms accordingly d6-.

. . ..

livered servipes aid rarely if ever'en4a3ed in aggressi social

r
action. As time went oh, and the

almost all efforts to bring about

4 climate changd,-

ange ceased and,.in

)

p olitical

social ch
S

the words of Richard BOope, who helped. shape the Community Action

Program as, well as the effbrts which preceded it, the local con -.

f
. I

. .

..

.

..mmnity,action,agenc'e
became "quiet litt116 backwa-Eers.". 03oone,

. o
/

,

no date, pages 12-13)..
\

, -

/ Where the poor and the may LA- Ve been to a4egree , ,

1 , . ,

....

. , ' .;
.

j .

.
successful, is in assuming some authority over any.-poverty. efforts.

4
,

.

1 /.,

' in their communities. But even that appeai-s to be/ /ebbing; In many

.
. .

VI.
9

W.?
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i
,

1. .

of our larger cities, the poor never achieved more than 'a minimal ,......1/.
, .

and
.

input into the programs (Ridgeway, 1972) and where.they did
,. .

. % Ii - . .

, %.achieve c.i. degree of-control, they seem about'to lose it: In .
.. . )

. . .. .

10:6sissippi, for.examiIe, the goVernor has severe. times Vetoed*
. .0

r

,

a neighborhood health prOgram, and there are pome inOicat)19ns
. . - .

,.

k
.

, : i.
. .

thaf he may attempt ,to take control .cf the Head Start" and dav
e

I.:. .

. . .,

are programs as well. (Washingtbn Porst, 9/17/72) . -
'

V.

'04 To some extents the history of Head Start.pralfelSIXhat of 'its -

. 7',
. N

. mother agency-. Despite controversies that IccmtinuaIly have swirled
.

-

,

. : .
. . */ -,.1 ,

about its head'', i,t, too, was largel' );ased on the "deficitmode-1=-11- .

. ;

. although in time the the decision-making role- of Head stiarepaKeptsr,
.

.

i . .
.

. Was strengthened and some recognition Nvsk'giVen to the fact'

- 4 ' f' .
the developmental gains of children who partidipated in the pro-

gram would not be maintained unless iherervere bhanges
.
in other

sOcialinstitutiops as well:. l

* The.history and devel- opme t of Head Start, however,: is only

part of the toci.of this report. Obr major putpoge-is".to cast some

.

...
light on.the intricate interplay of theory, practice, research,

.

,1 ..F

-, .
.

politics End bureaucracy which' ultimately are t e forces that ap- . .
..

-k.., 4-..., .
. . .

pear to shape public programs. In this sense,the report can tie% .-,

/ .. ,. k

looked upon as a mino r contribution to the social history'of our

times.

A further,land'originally narrower goal, was to.review the

literature on
.

Head Start and related programs since their inception.

.

.As it turns out., the,fi,hdings from this effort
I

may
1 .

t

..

Ise /These vetoes have been over-ridden by 9E0.
, " . , ,

4
1;

44
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...
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. ...
. )

. .prove to e of even greater consequence than our contribution to f.
.

6
. )1).- .. .

. .

. socialhistory. For, as the data Makes clear, and7as we re= iterate
. .

.

.
.

.

.

throughout
,

there ,is virtually no informatiqn of any consequence..

N.,

tt`

'on parents as decision-makerg. By and large,. the emphasis in
0

thd-ii.terature is.oh 'the. parents as learners or:as teachers of

their own children. .As one of. the contributors:t6/this report

p0j4ktS: out:

a

4,

-0

There.. is no study of ho
in decision-making in H
Head-Start-programs br

.rents played their deci
the establishment of He

parent aa.rticipation
. , .

ad Start:changed
he; ways in which pa-
ion-mdking,role in
d Start programs. '

L4cking is solid case literial showi-g ttle. -

development of the prog-am over the course
of thb years in which the.program's biography
was written, and thus the insights th4
change process.. Needed thereforeds not a .

rationale, but the me4ns for meauring,th$
application o'f thq rationale."

, .-.

I-t,is hoped that iirthewfuture, efforts will be made to
. .

.reCapturathat*history and explore its various,, dimensions.

,We all ha ve sometbing to learn'from it.
OD

.

of:rgahization, we, have divided this reportFoi pudoOses

!into two parts. In Part Ope, We discuss the theoretical. orienta-

tions which informed the development of Head StarOand other an-
..

ti-poverty programs; and the history and development cf both the
..

.

Community Action Program. and Head Start itself.
,

This part of

41
.

rt

. ,

our eport . concludeewith a description and anrlysig.of parent
n

i , . -
participAtion'In practi:ce'but only to the extent that our know-

.

, 4

ledge permitted. Much of'the material in Part One is based on

es),
t

.

VlA i

L

a
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o
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personal.iecoll-ctions.of people who were involved in developing

the program.and hus is `4subje ct to the limitationt which such an

v 4...

approach entails.
.

.
In Part Two, we review 'the, zliteature of Head Start and

,
-,

,

Head Start -type programs. It is from this review that we came

e

to realize ho( skewed the clata on Head Start are and the need
f : .4

.

t.

.to rectifir the situation .so ghat the concerns about parents as
. .

. . .' /7-*. 0
i0'deci5:1/2n-,makersi Whateiver they' may b'e, can be exposed to public

.

2 .. .

.scruttay. Our report concludes.with a summary and an 5nalysis,
. I

of'the implications °Four Study for further enquiries.

A number of
/

1.

'people contributed in, different ways to this
.. A

. ('
.

report and deserve our thanks. \Ira developed the originalGordon
.

..e
review of the literature- and pointed to the gaping' holes in

, .
i .

\. 1.
.

.

knowledge,An-edited version'ofnhis report forms Part Two.of
.

..

a
. .-. .

. .

this study.. Art x Katz gathered most of the material that com-

prises

I

prises Part One of 'the study and devel.wed the Aeoretic 1 form-
.

ulation we have used fc4. our analysis.' br. Katz also conieked

tfie interviews on whichmuch bf Part One is .based. Ben Zimmerman
.

contributed additional material for Part One of.the study and
\-..

. assisted MIDCOin pulling together theyenfire,rPpoort. Joan Hurst

%
.

. .

. .

.

,

.edited and condensed Dr. Gordon's' material. 4

'A' A

0 - Finallyc:We are grateful to the mahy people who gave willingly
. . . .

\
A

of their:time'and shared their experiences with us. They are men-
. .

.

;
,

tioned in appropriate places in tie text In.\ the.end,-hoWever,

.
,

....

.
.

.
,

r

this .reflects the views of MIDCu ra\ther than any of the

_ , .4 .

\ .

people wk. provided us with data and material, and' we take full ,.

.

responsibility foi what frequently seems like disputatious
\ . .

. material. .

-'

a

1

September, 1.972
.Denverfolorado
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i .11 .chapter 1

Theoretical Orientations 1 4.
% .1 ,

ji \

11

1"

Rationale for parentpalticipation in Heed StaZ't are

,

based on\t div rSe,body i:)f knowledge and assumptions about -

,-

-

th family and'its lits importance for e early socialization of
0 .

Child, abot the caubes'of poVeity and its cures, about
1

th

' the ature of ociety and culture, and 'by extension, about the
, ..-'..J .

natur of man imself. ;Some of these assumptions derive from
. . J

'psychology, others from:anthropology and "sociology, and a les-
, . .

111

ser extent 'fro econonlicS. V

In 964', IheSe various theoretical streams 'converged to
' t

produce not only flead Sta .but "a range of otird'--anti.-:poverty
. . -\

.strategies. Vie goal of, of these strategies was to move
.

.
.

.'.
-.. people from poverty into the mainstream of.American life. It .

d ,.
. .

. ,

is important tlierefere, to Understand .the nature of .these streams
) I, 1 .

for in combination with political and, bureaucratic concerns,

they influene the-structure and thrust of the programs. °'

' S. : 1

'rn this chapter we discuss the -two major theoretical orc- -1
. , A

1'

.. .

entations which have influenced all anti-poverty effortS.' Zor,/
, ,

'e purposes ofeirlicity, if not complete accuracy, we have labeiled -

.
.

.1.
410

. these oriptations "deficit models and "social 'structural models."
r.

I

,-

O



a. Ddficit-Models

,,-One of the major explanations of.povLty implies that there

,is something about the poor theirtiely6s,thkt either'icauses poVerty

or keeps them'in poverty. This explanatiOn has a number of

seg

variants, some of which are highly controversial-end anatheml

,

to the mihdset of most Americans:

Among the latter are the notions recently expressed by

Jensen (1969), Herrnst4p -(1971) and Eyselic (1971)** According

to these theories, the reason that Blacks do less Vell,than whites

in school, and consequently remain at the bottom of the social`

and economic .pyramid, is bebause (3,2 a deficiency in their genes.

11er and Raper, 1972) This

4
formance as well as inequality in

implies that social interventions

theoky seeks. to eXpiain per-," a

terms'of biology and therefore

such as Head Start are doomed to

failure unless phe biologiCal deficit is corrected.

This thdory has.been widely condemned as racist and as

harking,back to the social parwinism.of
4
the 19th century when

. 1rd

the ideology of racism was first articulated and social analysts
-

.
.

tried to account Eoille -rite of capitalism, colonialism and
...

slavery ag a 'coquence of the natural superiority of the whites.

Nevertheless, ipis,important to be aware of this development,

* Jensen has been associated with Head Start/ almost from 1 .ts

inceptiom

ft/
IJ 1-2

4

e



.)

4
for there is a.distinct -possibilitSi that it'may become more

rff:'

1..
'widely accepted.than'it is\nbw4

.The moremore prevalent viewof individual'deficits -is usually

4

, \.

pnrased-in terms of deprivation, ** Which means that people4
. r,

...
i

.

either as individuals or c4oups, lack something because they .1...)

. ...'" .

. .

havd been hizered froM .acquiring it
.

-

One of the more influential expressions of this pokint of
, / .-1° ,,rt:f

view is.that of Oscar Lewis, the anthropologist,who-in the early
,

.

.

sixties, de've4ped the concept of "the culture of poverty."

4 L wis, 1960 .)\\-\ased'upon his-field research in the slums e-f.

i 6

,Mexico, India, ;Puerto Rico and Cuba, 'Lewis found that there.were
. i

.

. a number of traits,. about 75-in all, which podr.people, under
S.

..#* There is-Wre6 another kind of "b' defiCit. Recent

.
studies ,have indicated that a lack of protein. during.'the
crucial early years of a Oild's deveropment,may induce mental
retardation. This, however, is net a genetic defect., -

Many.people, including Ira Gordon, make a distinction between
and deprivation. 3Gordon's point is that a deficit is

something that is*inherent'in a, person himselfo*and,thus is

likely biological in origins it is something a personJacks::
'Deprivation,'On the other hand; implieS that something 'Had not
'been given to people or has been taken away from them. In a
paper prepared for thiA study, Gordon notes:

"Deprivation..;does not mean constitutional (bio-
logical).inadequacy, but acCording'to the dic-

'tionaty, .is a 'stage due to being deprived, 'taking
away of what one has, owns o.has a right to,(the ,

feeling that the.system under which we live deprives,
the majority of,a chance for a decent. life -- C.D.
Lewis.)."'

The distinCtionis a useful one for certain purposes. In, this

port, however, we are using deficit in a broader sense to
me n a "defioiency in amount of quality" which is how Webster
defines it. This definition doesnot by itself imply the
sour be of the deficiency; that is something which kesearchers,',

socia thebrists, or people in general do.

(

1-3
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:k,
.

.

certain ci cumstances, share. ..These traits cross national and 1

cultural Lines and combine invarious ways to form a "subculture
.4 . \

with its own'. structur and ratibnale and...a way of life which is
-. .

,

passea down from gene/ tion to generation.along family ,lines."
. '

,

(Lewis, 1966,, Page 67) 1 4
.

According to Lewil these traits show "remarkable similarities

in family:structLe, interpersonal relations, time orientatiOn
. .

.

,,' .
t

'
.. -,

,

O

value systems 'and spending patterns" (page 68)% Among the maj

characteristics of the "culture of poverty, Lewis identified:,
.

the following:'

o The lack of,effective,participation and inte- ,

4ration of the/poor-into the major institutions-

_
pf the larger thoqiety. That is, as a group or
classj the poor,are.marginal tq the regt of!"
soCie,..tYPeOle with a cultufe of Pdhierty
are awake of ,,middle -class values, talk about
therri., and e/claim some of them as theirvown;
but on .the whole they\ do not live by them.' . .

(page /1)

o A minimum, of orgapization beyond the level of ,
.the nuclear and etended family.' "Indeed, it
is the 10 level of organization 'which gives..
" the .cultbre of poverty,. its marginal and anachron-
istic quality. in our society." (ibid.) ,

o On the.family level, "Tkleabsenc of childhood
as a specially prOlonged andprot cted stage in
the life cycle, early initiation -into sex,free
unions or consensual alarriagesprelative
high'evidence of the abariffiftiment 61 wives an
children" and a variety ofother traits. (pa 72)

o .0n the individual level, a "strong feelin of .

marginality, of helplessness,, of dependence, and
of inferiority" (ibid.) Of particular importance T,
-to theories of early childhood development, Lewis
noted Athe:"high evidence of maternal deprivation,.
weak ego 's'tructure, a lack of impulse control, a
strong present time orientation with relatively
little ability to defer gratification..." (page 73):

1-4
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In Le

tionand a Ir

'(page 68) ,

arise under

economy

siStently hi

view, the cu

action of the 'p

d, highly ta:51i4a.

re Of povertyis "both an adapt.5-

or
i'to this'marginal position in: a

ted, capitalistic society.'

n .other words, the culture of -poverty cand_nly.

---iar-ertain.conditions which Lewis identifies-a§ (1) a

, wage labor and production for profit; '(2) a per-
,

h rate of unemployment and unaerpmployment for un-:-
I

d labo (3) low wages; (4) the ilUre to provide social,

politipal an' economic organization, either on a voluntary )15.asis

oy by gover f ent imposition, for the i" ow ,income population; (5) -

the exiaten of a bilateral kinship system rather than a urii-

lateral one; and CO, the existence of,a set of-values in the

dominant c1 ss which stresses the accumulation of wealth and

I-

property,-ty posibility of upward mobility hnd. th'rift, and ex-
, .

plains low- Iconomic"'status as the 'result of personal inadequacy

\ I

,

.37914--t.'

and nferio ity.. (pages 68-9.) la
.

.

loping his thesis, Lewis distinguishes be beingndev

poor and the

to be oor,
'Or:-

/.

but stir

gredienth

of an.iae

us

'me
ad
th
,a1

ot4

cultureJof poverty a .It is Possible: in his ew

lack iaorldly possessions, and even financial reso ces,

:

t live in a culture of poverty; Theessential in-

t makes this pdssible is the development aid adoption

gy

en th.9-...poor become class opscious or active
bers Of tradeunion,orRanizations 6r when they
pt an internationalist outlook on the world,
ly are no longer part of the culture of poverty-
!hough they still may be desperately poor.

1-5
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Any movement, be it religious,pacifist or
revolutionary, which.lorganizes and gives
hope to the.poor andrwhicheffectively
prpmbtes solidarity anci a sense of ideri-
tificatin., with larger groUps, destroys the
psychological. and social Core of the cul-
ture of polYerty." (page'174)

At the same time, however, the culture of poverty tends tor'

a

tft

be -elf -per

posits, for'i

(/'

tuating even under the new conditions that Lewis

"is not only an adaptation to a set of objective J

conditions of the larger society, s.. l3ythe. time Slum children

are six cir. seven- yeatg old, they usually have absorbed the s,

.

basic' values and attitudes of their subculture and are not

psychologically geared to take full-advantage of changing con-,
. ,

ditions oi increased oppOrtuniities which may occur in their life-
,'

tl,p,.."--(page 69)

would
.,

Thus Lewis would seem to have it both,'or possibly even
44-

. /-
--....., / . .

three wayg:-'The,culture-ef poverty is identifiable
. .

.. /

number of interlocking traits; it has an observable

through a

Structure.

It : wises only-under certain 'Social conditions, and tends to
1

cb.sappear pr becomF less evident wheh these 'conditions change

or pebple adopt a new world-view or idealogy. Finally, ittends
.

to perpetuate itself because bf-eafl; learning experiences of

which people find it hard to divest themselAs: even under new

circumstances, people tend to act as'they had' in the past.

It is, perhaps, important to.note that Lewis did not feel

that the necessary contlitionsto produce a "culture of poverty"

5

existed in the United St.es.- Ha felt the conbept appliedr
I



f

,. /
.

.._ .
specifically tpagrarian societies that were moving towards

i

industrialization. (pagg 68) At the same time, however, he .

. :

'1

felt that. the civil rights movement in 'the United States web a'

crucial eltmenin moving the Blacks in this country out of the

"culture of poverty" and into 'the mainstream Of society (page 74).
0.

. Whether or not they were directly influenced by liewis.oi

arrived at their judgements independently (the J.atter is more
NI/

likely the case), 'a-number of people have coed to certain con-

clusions that are similar to'his. By and large, however, these-
1 tr
i

.

others have not analyzed, as Lewis has done, the conditions whith-
..>.

gi/b ride to this sub-cultu or the ,conditions under
,

whith it
'',.....

/

.., . .....,

tends to disappeai. Their emphasis has fallen on the traits of

poverty as they appear to be embodied in individuals or groups,

and consequently the "cures'116they recommend are intervendion \

, . . . .;--, 1

strategies to change people rathe'r than the d6AteWldhich
...

......

-
presumably controls their behavi r. In this .tense, these other

, .

theories represent the views rof the dominant. class in society

which as Lewis'points out "stresses the accumulation ie-0ealth
,

4

and property, the possibility of Upward.mobility and thrift and-,_,

explains.low economic status as the result of personal inadequacy

,and inferiority." (222.cit.)

Catherine Chilman, a former staff member of the Childteqns'

Bureau, and Warren Miller, a sociologist, in different ways

represent this latter viewpoint! In a government publication.
3)

called {3,1(Chilman, 1966), Chilman lists some fifty-

1-7
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.

'one chakacteristics which, in her view,,identify'the poor. Ms-

of these characteristics are 4imilar tb.thoseenumerated by
4. . .

.

Lewis. Among them are: fatalistic, apatheeit attitudes; magical;

rigid thinking; praginatic Concrete values; pdor impulse control;

little verbal communication and di&sussion; and high divorce and

separationrates.

In Chilman:s view, all of these.(and\pther) characterigtics

should be changed so that the poor can become more like the

middle class. t

."With lis'its faults, the middle class. way, com-..
pared to that-more,typical of the ,very pkr, seeLli
to be_more in hannbny with present day economic, .1

realities ... Thus for the benefit 'of a number of
the pobr.themselvet and for the'rest of society,
methods thould be found within the democratic frame-
wOrk to help many lower-class,parkfts raise their.
children in;a way that, in the/light of available
evidence, would seem to be ptbductive of a greater
likelihood 9f success and,:_palfillment in todhy's society.

Chilman also-is critical,of the poor in other wayi.

;--

"As in the case of.other substaritial area dis-
cussed in this paper, the dhild-Tearfng patterns
of the very poor seem poorly calcdlated todevelop
'good moral character' in many of their'children...
As -in the case of the generally ,accepted criteria
forgood adjustment or pobitive Mentd1 health, so
the Character'istics of,ehe socially acceptable
child are solidly middle class."

In many ways, Chilman represents an extreme point of view.

.Nevertheless, it is a view that is. one way or another is held .

by many people --'even important public officials - and thus no

doubt has had animpaCt on the way they view poverty and the

poor.

ti

lT

I
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Warren-Millet' wquld seem to share Chilmah's biases, though
Y

he tends to'be more objective in his judgeiients. Ina paper that
/ "--

IL: widely pad, and therefore possibly influegti in' the pbriod

. .

ih

.. ..

.

ti at preceded the official war on poverty, he stres ,d; the im-

portance of lower - 'class culture as a generator of juvenile gangs

and delinguehcy. (Miller, 1958) 1 He alsogfound,that-the-16wer

class was characterized by certaintraits (Miller.calls;them

"focal concerns" such as,excitement, autonomy, -and:toughness.'

A ain, unlike Lewis, Miildidoes not indicate how these'traitS

.d,velop; they are generated by `the milieu' of the lower class

1

In recent years,- all of these theories, including.Lewis's

have been high),y criticized. Many social scientists, appear to
I -

have rejected the "culture of poyerty" phesis'(Leacock, 1972),

oavar*ty/of grounds. Ctiarlps Valentine (1969), for examp3p,

notes that listing traits witnout.noting the cultural context in
1

z
.

whA- -theyare imbedded is notveiY meaningful. As Benedict

pointed '
, .pointed out many years ag6, and reiterated throughout her career

14 w .
.

as ,an anthropologist, traiI5.-kall he combined and re-combined in, 1

trait
/

aivariety of ,ways. (Benedict, 1922, 1949), By therpselves thGthx....

1

- have no meaning.' Traits are given meanings by the culture in.
I /

which they are found., , ,
't.

Valentine would seem to,sha,re this. perception;
-/.

"Consider, for'example, a:demographic pattern
in which at any one time there are many hquse
holds without an observable resident adult male
heading the domestic menage. This system may'

reflect a system of plural marriage in Which

1-9
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co -wives reside separately and. husbands live
.

with one wife at a time ... It may reflect
d community organization in which all adult-

' males reside together and apirt framtheir.
wives and children,-as in much of the South-'

......)

west PaCific ... It may be fpundf_in societies
where males are m.grant laborers for periods.
of years while their spouses.and offspring
remain%in the home community, as in many
colonial areas.-.." (Quoted by Ryan, 1971) ,

Like Benedictl-Valentine's cautionlikelate,to simplistic
N . .

\ theories of chltui-eand the Ganger of basing tnem only on ob-
.

servabie traits, without relating tfi,setraits to.a broader

context. His criticisMs,,therefore,\woula seem to be directed'

ta

more towards ieople like. Chilman and Miller than to Lewis..
7

At thethe saiNtime, however, he is also critical of,the Lewis I -

formulation. Like many people he finds that manTof the featur6s

that Lewis identifies 'seem .m&-e like externally imposed Condi-
t-

tions-or upavoidlble matters ok" situatipnal%expediencl;rather

than cultural creations int4rnal to the4sub- society, \in question."

(op.cit.)

At'issue here of course is thecomplex question as to what'

is culturally determined and what is determined by the pozition

of- people in a articular social structure. For eiample (and to

simplify the argument), the fact that the traditionally in our

culture men wear trou rs and.women wear\kirts is a cultur

phenomenon. 'In some cultures, women wear trousers~and men wear

.skirts.) But the fact that some pedPle-war expensive trousers

and others wear rags'is not, in the same sense, 'a Cultural

phenomenon. It is the consequence" of where they are locatd in the
1

social structure and their access to good or-ragged clothes.

* * * * *

1 -10
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Somewhat related to'the Lewlk's thesis, -but at the same

time different, Lee Rainwater's formulation. To Rainwater

climbing out of the "culture of Overty" is a matter. of red

I

J1

sources, not idealogy.

"The cultural patterns of the poor represent
after all' an Adaptqtion by people to their
social and economicNircumstances, an adap-
tatiOn.that is essentially successful and re-
inforced through daily experience. But provide
the poor with middle -class and'middle-
class behlavior will folIOW even though slowly --
because poor pc-Tle share the conventional
values of the middle-class and basically desire

0
jto' conform." (Quoted in Sundquist, 1969, page
244).

It is for this, according to Rainwater,-that a "service`,
- .

strategy" -- that is givingor people 'services instead of

money -- will, not work.'

"A service strategy cannot be effective in the
lightof sociological analysis since it runs

s
counter to the dynamics of the lower-class \\:
culture and behavior. The only kind of stra-
tegy that has a chance of really working is
a 'resource strategy' that directly alters
the. life situation ofspoor-people. ( Qp!.. cit.)

In Lewis's view, however, money by itself would not be

sufficient.

"Increased income of the families that I've
studied hasn't really changed anything ..,.

The families may have better furniture but
the treatment of children is the same. The
people are still unorganized, still without
faithin,t4opfuture, still withput a 'sense
of 'belonging in the United States, still es-
sentially dependent." (Quoted in Sundquist,
gp.cit., page 247)

" t
The arguments about,the existence or non - existence of a

,

culture of poverty will probably go on for some time. Ira Gordon

points out, for example, that recent studies indicate that the
.

lc I

S
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.-
..

, ''..

- poor are far from heing a homOgenousgroup And that, specific

parent pharacteristiOs'are.mOre important .than the class positioil
I,_--
I

. . 4

'
.

a person or family holds in affecting the abilities and develdp-
. 4,

aidnt of the child;. (See Appendix A.) The important point tO'note

... ,. -..-..: -

.

. . ,

.
here, however, is that in one form or another,:Ehe culture of

II

.tv

. _ _ 4
,

r,

poverty concept has had an impact on theway program develop

view poverty and the,-poor and thereby has had implications for

practice. As we shall see in later sections "of-this report, it-
,

is the "deficit model" that to a large extent( has dominated the

development of Hgad Start.Hgad

Social Strpctur'al.M6dels

The other major theoretical orientation that has influenced

anti-poverty st'rategiei is what we herecall social structural

models. These differ from the personal or cultural deficit models .

in that they locate the probleM, whether it is poverty as such or

some factor associated with it (e.g., school dropouts, delinquency)

in some aspect of the social structure rather than in the lifestyle

of individul Or'groups. The basic premise of this orientation

is that if the social conditions and institutions which effect. a

person's life are c}-anged, there will also be changes in his be-

havior. C

We di%cuss this orientation under three headings: Institutional

%Change, Opening Oppo..tunity, and Re-alignment of Power.

4 Institutional Change

In'the late fifties and early sixties, a concern with

.-making institutions more "relevant" and "meaningful" began to-

maniflst itself in thi, country. Although the connections

1-12
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are not entirely clear, it appears that, to a large extent this 4
,

'interest was stimulated by the growing civil rights movement

andand the problems of the inner cities. (Piven and Cloward, 1971).

To address these problems, the Ford Foundation and later the

President's Committee on Juvenile Delinquency and Youth Crime,
4 ,N

funded a number of demonstration.projeots. Although there were
414.

subtle differences in their approaches -- the Ford program

focused n planning and ,coordindtion while theloresident's'Com-
A. . I ,

?

4

mittee programiemphasi.ed the development of competenecommunitie

through the applicatio of new knowlege -- both were; concerned

with making institutions more responsive to people, particularly

to the poor and the minorities.
.

Sanford Kravitz, who was program director for the President's

Committee and one of the original staff members of.the Office

of Economic Opportunity, noted the following problems with 're-

spect to service agenci65:

1. Many voluntaFy 'welfare' programs were
not reaching the poor.

2. If they were reaching the poor, the-sera;

vices were often inappropriate.

3. Services aimed at meeting.the'needs'of
disadvantaged people were typically
fragmented.and unrelated.

4. Realistic understanding by professionals
and community leaders of the problems
-fpoed by the poor was limited.

5. Each specialty field was typically working
in encapsulated,fashion on a particular
kind of problem, without awareness of the
other fields or of efforts towards inter-
lock.

1-13
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6: There was little political leaderpip in-
volvement in the decision-making processes
of voluntary social welfare.

4 t' .

TINre was little or no seriotls participation
of program beneficiaAies in grograms being
planned and implemented by profesgionals
and elite community leadership. (Moynihan,
1970, page 69)

While Kravi'tz's concern was specifically with social ser-
.

k4
vice agencies, his criticisms apply equally to other agencieg-

as well: It was during this period, for example, that. it was

discovered that the schools were not

.either, and according to many people

adequately serving:the poor,

for some of the *samg reapons

One of the.mos't incisive studies of institutional relevance,

and one that may have imfluenced a great deal of the thinking y
c

about anti- poverty strategies, was Cloward and Epstein's(1967)
,,

I analysis of the, disengagement of. the social work professiOn from

IPle'poor.* According to these _researchers , although tendencies

in this direction had started' earlier, theyaccelerated with

the development of the -public welfare system in- the thirties.

At that time, social workers "and the voluntary agencies for whom

most.of them worked began to relate to a new clientele; the

'middle class, leaving -11e public welfare departments to relate

to the pbor.
. .

.

. . In addition, and atlrOugnly_the same time, the social work

prOfession adppted a technology'-- psychiatrickly-oriented

0 .

casework? -- which Cloward and - Epstein contend was,inappropriate

/for use with the poor since, in essence, this technology focuses

* Cloward and Epstein were both associated, with Mobilization
for Youth, a, precursor of the anti-poverty program. In ad-
dition to its other activities, flobilization ranan extensive
program of research. TheCloward-Epstein analysis is one of
the manyresults.of this program.

I-14
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'on explOting with the client hot': he (or she) contibutes.to

his (or her), problem and is only tangentially concerned with

,remed-Ying the problem itself. Thus, social wcIrk, like the other

. helping professions, had turned its attention to individual

deficits and away from social reform.

'. Coming at a time of rapid social change and upheaval, thi's
..-

and similar analysed drew attention tO th inadequaciese inadeqcies in a
/-.

,

variety of our institutions. While not a theory in the sense
i ,

that it explained poverty:tlingu*ncy, or, distress of the
.

1
.

.
A

inner cities, it.nevetheless, suggested one possible reason for

these problems: The, poor ere not getting 'adequate services

. .

and the services they were getting were inappropriate to. their

needs. The "treatment" then might be-to do something about the

services. C.

It is-important to note that this,emphasis on reforming or

improving service agencies was bccuiring at a time' when a "service

strategy" had become ,tie dominant, approach in social welfare.

Starting in the middle,1950s,and- continuing well into thei1960s,

the-Social Security Act was amended severai.times to provide

services to families on public assistance. The basic assumption

behind these amendments, was that services would lead the prio

to self-sufficiency. As Bell (1965, page 157) has pointed out,

however, to a large extent these services were-never-delivered.i,

Others like Rainwater (supra) 4uggest that even if delivered,. a

service strategy would be inadequate to move the poor out of

poverty, since what they

services. Moynihan and

'would seem to share this

what is behind the reden

J I

'need are resources, i.e., money, not.

a large number of other social theorists

t push for \a guaranteed annual income.

I-15
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*.:.Seen in this context, the empWis on institutional re-
,,

"form, is (or was) an attempt.ta see tItat'services were actually

delivered and that they were relevant to people's needs.
,

* * rA * *
O

Cfbe'ely associated with the ,emphasis an institutional ,

change, was Cottrell's notion of "interpersonal aid community

competence." .(Cottrell,

cept as "neither a trait

1955). Cottrell, who defines this con-

nor a sAte" (page 49) writes:

"Competence denotes capabilitie6 to me't
and deal. with a,changin world, to formu-
late/ends and implement them. ,The inces-
sant/roblem of equiping human beings to
handle their affairs and to-progress to-
wards the.diS'cbi.rery of new values. and new
means is not solvedtby authoritarian in-
doctrination of static attributes and

/beliefs. Tc rely 'upon such methods would.
/ not only be subversive, of the .most

mental 'of Atericandemocratic valUes, but
would ultimately result' in the failure .
of the systeM'which sought to Maintain it-
self by these means." (ibid.

In Cottrell's view, not only mast individuals de7elop com-r

petence, but communities must do so as well.

k The .importance cif Cottrell!s.ideas was --not so much in

the concepts themselves. (few people have probably read Cottrell)

but iA the fact that lie had a tremendous influence on the President's

Committee on Juvenile Delinquency and Youth Crime and thus in-

directly on the anti--Poverty,program as well. As chairmin of
)* /

theGrants Review Panel for the President's COmmittee:



I

-
"Cottrell, brought enormous leader ship out of
his-own charisma,andstature....His creden-
tials brought to the Presicent's Committee
high social science credibility::.this re-
fleeted Cottrell's'first eixperience in being
`launched into 4a national social policy po-

,---7tition after a long_and distinguished career
in academia and in the foundation field..."

',In the course ofdreviewing the grants to the
17 demonstration comiuAities which the Pre- .

zident's CommisAion made, Cottrell continually
discussed his Illation of the'necessaty for
helping. to dev'elop the 'competence of'com-
munities' tO-, deal with' their, own problems and

4
always succeeded in building a bridge'to that
notion in- discussions tha't were held by the
review panel. He. constantly directed the.ef-

, forts of the review panel to', looking within any
Proposal submitted by a community for the way
in which they proposed to build .'community.
competence' to 'deal with social problems..'."
(Interviews-with Sanford Kravitz and Aaron
Schmais.)* .

Several years after he had left 0E0, Kravitz still main-
. .

tained,that 'community.competence',wad an important goal for the

.1 Community Action Program. In an article discussing this anti-

poverty effort, hem lists the following as objectives .to be

achieved:

o . "To- create competent communities by 'developing
in the poor the capacityfor leadership, problem-
solving and participation its the decision-making
councils that effect their lives.

o To restructure. community service institutions.
to assure flexibility, responsiveness, respect,
and true relatedness to the problems faced by
the poor (Kravitz, 1969, page 66)

It should be noted that the notion of community competence

is a goal .or objective to besattained'. B?,-tself it does not slag-
5 .

-* Aaron Schmais, was a.sAaff member of the President's Committee
land later of.the Community Action Program at the Office of
Economic Opportunity.
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gest a strategy for implemeritation. It is in thisconnection.

that the Kravitz memo we quoted earlier takes on an added sig-
.

nifibanceCfor it was Kr vitz's contention that by instituting
... ,

the measures he suggested, Eo mpetence, inthe sense of a com-
,

munity facing its problems and doing something about them,

might result. These measures, therefore, form a bridge between

the focus on institutional change and the focus on community

competence.

Opening Opportunities *A4

Closely associated with the theories or assumptions about

institutional change as a way of Overcoming poverty and com-

munity competence' is the 'opportunity theory'-developed by Cloward

and Ohlin (1960). Although based, primarily on an analysis. of

delinquency and delinquent behavior,thiS thyory had an enormous

iMpact on the shaping of the anti-poverty program, largely

through its influence on projects dponsored by the President's

Committee on Juvenile Delinquency. This theoiy also provided

tha theoretical underpinnill'for Mobilization for Youth, in New

York City, which is often cited as the prototype community

action program. ('Mbynihane 1969).
cs.

Derived in part frdin the work of Durkheim (1951) and Merton,

who had elaboiaied on Durkheim's concept of anomie (Merton, 1959),

the-Central premises'of this theory can bd summarized as.follows:

',1. Most pe.rsons who participate in delinquent pat-
terns are fully aware of the differences between_
right and.wrong, between conventional behavior'
and rule viblating behavior. They understand
the rules.

Ir18
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.

1
2. Delinquency and conformity generally result from

theisame social condition's. Efforts to conform,
to

profound
unto social-expectations, often result

in orOfound straia and frustratipn because the
Nopp9rtunities for conformity are not always

available. This may lead in turn to behavior .
which violates social rulds. The very act of

oreaching ott.for socially approved goals under
'conaitions'that preclude their legit/mate
achievement engenders strain.

3. ,Delinquency ordinarily represeAsa search for
solitions to problems of adjustment.

1

4. Much delinquent behavior is engendered because
1

opp rtunities for conformity are limited.

X

In this theory, therefore,
.

"De,inguency ... represents not a lack 'of moti-
va.9.on to conform,' but quite the opposite: The
desire to.ineet social expectations itself be- '

comes the source of delinquenebehavior, if the
possibility of doing so'is,limited or non--
existent ... In order to reduce the incidencd
of delinquent behavior or to rehabilitate per-)

- sons whoa are alreaoy enmeshed in delinquent
patterns, you must providethe social and psy-
chological resources that make conormity pos-
sible." (Mobilization Youth, 1961).

The difference between this theory, or set of assumptions

and Di.rkheim's original concepts should be noted. Durkheim"

emphasized "unlimited" and "unrealistic" goals, as the fol-

'lowing quotations show.

"For if men are never satisfied with their position
in the social hierarchy, if they are driven by
unrealistic desires to improve their lot.in life,.
then they may ceas'e to be bourid by the prevailing
rules of the society." (Durkheim, ph:cit., page 45).

"One of the paradoxesorsocial life is that the
processes'by whiCh societies seek to ensure order
sometimes results in disorder.... Unlimited aspi-
rations, Durkheim pointed out, exert an intense
pressure towards disorder because they are, by
definition, unachievable and thus constitute a
source of 'uninterrupted agitation.' (ibid, page 82)

a
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The reason we mention' this is that recently a number of

influential sociarcritics have suggested that disadvantaged

populations should moderate their goals and perhaps even remain

satisfied with what they have achieved.* Miller and Ratner.

(.p..cit.) summarize the ..reguments of this "group" as follows:

1. There is nothing wrong with America that
loyeri-ng our aspirations won't solve.

.

2. Th4.ngs are much better than people think.

3. The people are at fault not the society.

4.. Things will get worse if you try to make
then better. '

It would appear that these propositions also derive from

Durkheim, but lead in a direction vastly different frOm the

",opportunity theory."

To return to the opportunity theory itself: Even more

important than Durkheim's original concept of anomie was Merton's

reformulation and the implications which Cloward and Ohlin drew

from it To Merton, unrealistic or unlimited goals were not

the central issue. More important Was the relationship 'between

goals which a society set fOr its participants and access to

these goals. (Merton, 1957) Here Merton distinguishes between

two features of organized social life: the cultural structure

and the social structure. The cultural structure consists of

goals and norms commonly approved and towards wktich men orie t

themselves; it also includes the approved ways in which.men

,reach out,for these goals. The social structure, on the other

* Among the critics are Edward Hanfield and Nathan Glazer.
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hand, consists of the patterEgd-tts of-rela-tionshilis----in whioh-

people are involved; The division bf people into sor...ial classes

or strata according to wealth, power, or prestige is ona important

type of social structure -- it is ours, in fact - and it is this

that permits or hits access to the culturally' determined goals.
7/

To put this in,the,simPleS:t possible fashOn: An overarching
/

American goa3 is success; we are all geared to/"making it." If

legitimate access to this goal isiolocked, people will try to

make it illegitimately. It is "r4kiAg it" that counts.

As noted earlier, this theory became the conceptual base on

which the program of Mobilization'of Youth/Was based. The aim of

,the.program was opening opportunities."
/-

"The target for preventive action, then,should
be defined not as the individual or group that
exhibits the delinquent pattern, but as the
.social setting that gives rise'to delinquency."

"It is our view', in other words, that the major
effort of 'chose who wish to eliminate delinquency
should be directed to the reorganization of
communities...the old structures which provided
social control and avenues of social assent-are
breaking down. Legitimate but functional sub-
stitutes for these traditional structures must
be developed if we are to stem the trend toward
the violence and retreatism among adolescents
in-urban slums." (Cloward and Ohlin,22..cit.,
page 211) _

The.implication of this approach is that the proper subject

for treatment is not the individual, nor even the neighborhood

where people live. - Rather, it is the total social envirunment

which seats goals and then limits the opportunity to achieve

them.

1-21
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Althoughpropoundeci-=bas -ica-1-1y-a§Th the to explain, and

thtls overcome delinquency, the Ohlin and Clowai.d formulation

exerted a powerful influence on other aspects of the anti-
I

poverty program as well, partiOularly.the Community Action Pro-

gram. In fact,'the notion that what poor'people_lacked was

"opportunity" became an important theme of the program*and many

of its programmatic strategies were aimed at providing them with

opportunities they had missed or to enable them to participate

in the workings of society which heretofore hack been closed to

them. In this sense, the "opportunity theory" standsmidway,be-

,
tween a focus on institutional change and the concept of re-

alignment of power which we discuss below.

Re-Alignment: of Power V

A third approach to social structural change, and no doubt

the most controversial, focuses on the basic orgaration of

society.- In:this model, poverty is seen as 'the result cf.Power-
,

lesAss by which is meant the inability of people to control or

influence the decisions that affect their lives. In connection

with poverty, the decisions usually have to do with the control

and distribution of resources, either money, jobs, or services;

or with plans and programs,thatcdetermine how these resources

are distributed.

While the notion that peopl4lhould be involved in making

-the decisions that affect their lives-is a cornerstone of demo-

cratic idealogy, when people, partidularly those who have no

power, try to exercise,thip right; they frequently meet with

resistance and host'iiity. To a large extent this is because,.

*Note Titles: Equaa Opportunity Act and Office of Economic
Opportunity.
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in our kind of society, power appears to be looked upon as a

scarce commodity. It is'sometking to acquire and then hoard.

Consequently when people who lack power challenge those who have,

it frequently leads to confrontation and conflict.* As Williams

and-Evans (1969) have ppinted out, power is a closely guarded
Irk

commodity.

* It should be noted that this is not the way power is always

defined in the literature op parent participation i/.).,child develop7,_

ilcmen programs.. Ira Gordon, for.example, uses the phrase "parent

'power" in a somewhat unique fashion. Although he recognizes
.42 . * 7

other forms of power, his concern is largely vith.the self-esteem#,
A

parents feel when they realize how significantly they are in

affecting the behavior of their children.. While this is a-form

of power -- any control over the behavior of others is a form of

,power -- Gordon's notion seems closer to parent-al competence

rather than to the.usual sense in which the word power is used.

(Gordon, 1971)

Many people have attribiated fhe feelings pf hopelessness,

fatalism, and apathy which are said to characterize the poor

to their lack of control over their own destiny. Ryan, for

example, notes that Tqwer "may be man's most central concern."'

(Ryan,i1p.cit., page, 242)*

"What he is ,able to make happen by his own
will and his own action'determines the quality
of hi$ life, indeed, his very existence. rii

belief innis own ability to stay alive, to

* For an intere insight into this problem see Gordon,
1969, page 12.
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neet his basic needs,
some of his hopes, to
children--these are a
his perception of his

a .

to mhkereal at least
nourish and raise his
direct reflection of
own power in the world."

Theories of power -- what it is, who has it, how it is

acquired and used r- abound in the literature of social and

political science. Floyd Hunter 11953) and C. Wlight Mills

(1956) see Tower organized in a hierarchical fashion, with

ultimate power held at the top by a power ette: Arnold Rose,

on the other hand, sees power as more diffuse. He feels there

are a number of power centers each with its own elite manifesting

"its power Mainly within its own domain." (Rose, 1967) Regardless-

of fioW much these writers May disagree on how power isiorganized

-in the United Stafes, for that is essentially what they are arguing

about, they would probably all concur that compared to other

groups, the poor are relatively powerless.

Whether. or-not such abstract discussion of power influenced

the framers of the poverty program is a moot poirit; no one knows,

although- it is possible that the pre-eminence ofMills in the

crucial years that shaped the program may.indeedhave had some

effect. What is more.iikely, is that they were impressed by

some practical applications of the "power of the poor" which,

at that time,. were receiving considerable attention.

In 1960, shortly before the formation of the President's

Committee on Juvenile Delinquency and during the period when

the Ford Foundation's Grey Areas projects were underway,"Saul

A,linskythe director of the Industrial Areas Foundation and
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ry

and the leading practitioner in this field, .was asked by some

neighborhood leaders if he would help organize the Woodlawn

Area of Chicago. ** Alinsky had already achieved some,notable

-successes as an organizer and had a clearly articulated theory

about power, powerlessness, and the poor. In Alinsky's view,

theip were only two sources of'poweir, money and organization.

Since the poor lack money, thelon11', way they could achieve,/

power was through organizatiOn.

Alinsky also undersitOod the ifficultieg'of organizing

a low income neighborhood:- Charle> Silberman,
t

who helped bring
... .

0,
.

-

..,
.

Alinsky's efforts 0 the attention of the public quotes Alinsky
. - ,

.....
lias follows .

..
.

....

.t . ,,, N.-
I

"The daily lived Lf WOodlawn people leave
them with little energy:or er"lusiesm for
realizing principles from which they.them-.
selves will derive little practical benefit.
They know that with their educational and'
economic handicaps they will be exceptions

.indeed if they can struggle, into a middle
class neighborhood or 'a white-collar job:"
(Silberman, 1964, page 325)

As Silberman notes, Alinsky's basic organizational strategy

is hardly twat of a conventional neighborhbod organizer or

group worker." (ibid).'Rather, his approach is that of a

trade-union organizer. He "appeals to the 'self-:interest of
o

the looal residents and to their resentment and distrust of
Al

the outside world, and he seeks out and develops a local indigenous

leadership." (ibid). His goal is not oply,to help the poor over-

come immediate adversity, but to help them build an organization

* The actual organizer of Woodlawn was Nicholas von Hoffman
who now writes for the Washingtop Post.
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.'. that wields some clout. Only in this way, according to Alinsky,-

will the poor be able to:change the cirt-umstances of their,lives.

In Woodlawn, he had considerable success. The Organization heT.. .
helped build not only stopped .the University of Chicago from

';' expanding into the neighborhood, but:-it was able to wrest n serous

concessions from the pity.government 'as well. . .

E''' Altnsky, of course, is not alone in holding this view of power.
).-,

t. Kennet'l Clark,the noted sociologist and educator,who was an
t.)

important fOrce in the development
°

of

1

the anti-poverty program
r.

in Harlem holds (or held) similar views, as does Herbert Gans,

also a sociologist. Gans.however, has doubts about its efficacy.
,c4Is ray

His'conpein is with the backl6h that direct assaults on the holders

41 power can engender, though he agrees that the ineqUality in

the distribution of

gredient in' America

.

power is, as Ryan puts it, "the crucial in-
.

's problems." 1Ryan, op.git., page 241). "

Other people--h-aticized Alinsky for.diZferent reasons

They have pointed ont that he has had as many failureAn organizing.

communities as he has had successes. In the final analis, however,

the arguments about his approach have little to do with whether

or not it works: apparently in some circumstances it does. The

public policy issue is whether0 or nc it can be supported with

p'ablic or even tax exempt funds. 'Here the answer has also become

clear: apparently not. As Marris and Reil. '67) have pointed

out and as has Moynihan (22.cit) in another way, this is the one

of, the dilemmas of social reform.
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c., Implications for Early Childhood Programs

'In a number,gpf papers written over the last.,few years,
0

Robert Hess (1969',- 971) a npted child:psychologist who has been ..

2,\iii

influential in the de elopment of Head Start, has pointed out

the implications which various defihitions of the causes of

poverty\and lack of school readiness have for program dvelop-
, 7.-.

ment in the early childhood field. While Hess'uses an analytic
.

..t, .

somewhat different from-oups, hiss models can beframework that

related to the theoretical orientations we have discused. This

.
e

section is drawn practically verbatim'from his insights and

ypxks, although we have re-ordered his material to accord with

our previous discussion.

Deficit Models

-(1) The family is damaging; In this view, "the family is

segn as hindering rather*than,helping th1e child's growth. Because

.

of the child's traumatic, esteem -lowering experiences within the

home,.he passes a 'critical learning period' -... and later educa-,-

tion cannot overcome this-deficiency." (Hess, 1969, page 30)

This definition suggests that intervention should take

place very e

(

rly.in the child's life and directly into the family
.

.

situation. oponents of this model are likely also to urge that,

in some instances the child should be removed from thip family."

(Hess, 1969,.page 30)
v.

(2) The familv is deficient. In this model the educational

institution and the family are seen as allies, but the family is

-27
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1

viewed as weak or deficient and incapable of handling the

child's early edtcation. (Hess, 1969,page 34). .Tb,overcome

this problem, enrichment programs are necessary to provide ad-

ditional experiences eithertbecause the family is so deprived

it cannot adequately help t hechild (the malnutrition model)

or because the 'restricted environment in which the family lives

has limited its experiences (under-developed resources model).
S

°

"In other words, the child's culture may equip the child to func-

tion within sub cultural limits but the school needs to intervene

to develop broader capabilities that have not been encouraged."

,.(Hess, 1969, page 35). -
.

.,.. .e

IT° address these problems, "the school should expand the
.

,

". ohilild's knowledge of how to act effectivelyin tale larger society
'

jii/47 attempts should be made to get the mother involved in the

:)?

sch(f)ol's piogram and to.expP-- her sphere of knowledge and in-..

1

fluence, with the expectation that doing so will Modify the

child's home environment.' (2i:cit.) .

(3) Cultural deprivation. In this, conception, the low in-,

come child "has not had many of the experiences which confront a

middle class-child'durin his pre-school years and which help to

prepare him for successf 1 entry into the public schools.... Thus

he is unable to-deal successfully with early school'tasks and

finds himself getting farther and farther behind in a Cumulative.

deficit- pttern. It is obvious that a conception pf this kind

would lead to remediation programs for the child and to educational
. A

progr&as for the mothers" (Hess, 1971, pages 274-5).
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In the opinion of many observers, this mode describes a
SK

i

certain category .of Head Starts: It is also borne out the
it

MIDCO field research as reported in the final Technical
O v /

Report.
,/,

/
-... . / J :

(4? Cultural disparit The basi 'assumption of the eW.itural

disparity'moael
.

is that/the patterns / in social sub-cultures are
/

. I

opposed to the ,dominant middle cslass values-system. The school's

e

orientation is,toward planning for the future. There is an

emphasis on ab'stract and objective discourse, bn learning -: ',

/
. i- ;

lawown sake, on respect for the law and private propertylcivill

obedience, religion and on rules of propriety in sexual and
.

1

-.

verbal behavior. These values conflict with the social realities
/ . .

of the, vernacular culture maintained in 'deprived' areas."
11,

(Hess, 1969, pages 32 -3).,

Hess is highly critical of thii formulation,, as we were

earlier ofChilman's concept of the "culture of poverty"
a

which this in part reflects. As Hess-notes, it is hardly an

I

adequate description of the poor. As an intervention strategy,,
Ir.'......' "...%

therefore, he suggests that the fapus be on the larger society

e

and its values and-that "education ... accommodate to cultural

pluralism and ... the curriculum ...'be adap'ted to include the

need to, transmit the community's culture to thechi1,9!" (Hess,

1971, page' 275). It should be pointed gut, however, that-much

of America-does not share Hess's views. AlthOugh changes have

indeed taken plaCe in educational institutions, the battle is

4
far from won.
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Social Structural Mbdelf

(1), Inadequaby of'sociarinstitutions. Thit model relates

to the one above, but does not place the onus completely on the

disadvantaged; "the blame falls as much on ,the institutions

of middle-class society. The children of poor households may

amie poor. learning patterns; little practice In abstraction,

and poor disciplines,, ,but it is also true that teachers often

are ignorant of the children's needs, have distorted perceptions

of L'Plei.±7 abilities, and lack the skills to teach them, properly."
t,

Thi6 model suggests intervention strategies focused on min-
.

(Hess, 1969,, page 32)

stitutional change. "The description of the problem changes

from the 'culturally deprived child' to the'educationallY rejected

child' ... The emphasis on innoNiatiiiieiprogrAms is toward teacher

training and retraining, toward increasing the Sensitivity of

the teachers and their knowledge about the clAld's culture and

his-resources, on curriculum changes and mutualcommuniCation

between the community and the school. There is alio a focus on

the role of commuty personsdas teaching personnel in the hope

that greater participation will produce reform." (Hess, 1971,

page 275)

(2) The family, mediates environment. This model emphasizes

why the families are defidient, rather than how, and points the

finger at the social system as 'a whole And emphasizes that the
E4

status'and powerlessness of poor families in modern societies

limit the family'sinfluence.... For example, .competition foe

scarce resources helps keep the poor'in poverty; th- lower class

e ,
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individual.lacks alternatives for action within the socie ;

,..

there
A
is discriminati6n.against ethnic..groups and eople;

.--- D
p.pd

/ ' . , .

,

effort is often not related to reward." (Hess, 1969, page 35)

This definition relates to both the "opportunity theory "'
, . %....._

..

and "the realignment of power" which we. discussed earlier. Inter-

,

vention programs relative to this definition, therefore, should

foster community organization and involvement in the schools in

order to bring about fundamental changes in the system;. irr other 'Ntc

words' to'rediess the balance of power.
Aft

As noted earlier, we haire 1'e-ordered Hess's material, but

we do not feel we haVe done violence to his nasic formulations.

Our pcint has been merely to illustrate the implications of theory

for practice. In the next two chapters we diSauSs the way these

theories interacted with political and bureauCratic practice

to produce first the war on poverty and'then Project Head Start.

r



Chapter 2

The War on Poverty

a. The Rediscovery of Poverty,

One of the outstanding ebents of the nineteen sixties was
4

the rediscovery of poverty and its escalation into one of the

leading social issues in the decade. Not only did it become a

topic for scrutiny and discussion, it also served as one of the

organizing' principles for a spate of federal legislation.** Although

it is difficult to attribute this developMent to a specific cause

or causes, in retrospect it appears that several factors were

significant in triggering this interest.

One of these was the somewhat belated recognition tfiat the

composition of our major cities had changed. As a result of the

mechanization of agriculture'and ttie riNEof corporate farming,

over twenty million rural residents abandoned or were driven from

their farms. As Piven and Cloward point out, ."this vast movement

took place in

marking it as

°history and ..

immigrants to

four decades."

atir

less than three decades, between 1940 and 1966,

oneof the- greatest mass dislocation's in United States'

. comparable to the movement of twenty -two million

American shores between 1890 and 1930, ;a period of
V

(Piven and Cloward, 1971, page 214)

* The Juvenile Delinquency and Youth Offenses Control Act was
passed in 1961, the - Community Mental Health Cen,ters Act in

1963, the EcOnomic Opportunity Act in 1964, the Elementary
and Secondary Education Act in 1965 and the Demonstration
Cities and Metropolitan Development Act in 1966. In addition,

there was a variety of civil rights legislation.' In one-way
or another each of these laWs focused on the problems of the
inner-city, of Blacks, and of deprivation and inequality.
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Although a majority of the e new 'immigrants" were white,

the Blacks were, as usual, over-represented. In 1940, for

example, only half of all Blacks lived in urban areas; in 1950,

the figure was 62 percent, in 1960, 73 percent and by 1965,

80 percent.*
. .

It was not until the end of the

however, that the situation came to

fifties and the early sixties,

be looked upon as critical.

What appears to have stimulated this awareness was the breakdown

of sOciaL9ontrols, as evidenced by the rise of juvenile delin-
. -

guency, the'increase in drug addiction, and an increase in serious

crimes; massive unemployment -- the rule of thumb is that,unemploy-

ment among Blacks is usually, Vice the national rate, and unemploy-

ment among young Blacks is four times as great; the extent to

which young people in the inner - city -were dropping out of school;

and the rise in welfare caseloads, female=headed households and
. .

illegitimacy. (Piven and Cloward, DD.cit.ipages 222-247).

.

In many ways, this list of social problems sounds like a

litany which has been repeated for years. The point to be made

.here, however, is that it shook the)consciousness and complacency

of the country. The prevailing view of the fifties was that poverty

and its associated characteristies were a residual problen that

time and an expanding economy would solve. The fact that there

.8 /1 I I. 111. .1 1. 1

* 'Most of the Blacks settled in, the larger urban areas of the
Noth as opposed to the whiteg who tended to migrate to
smaller cities, towns and villages, and often within' the same
state where they were already, living. Piven and Cloward, 2E..

,

cit., pages 214-215 .
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were farge numbers of people whom "the affluent society" was by-

passir: came as something of a shock.

Closely associated with these discoveries, was the growing un-

rest and militancy.among the Blacks. With-the Supreme Court decision

of 1954, ordering the desegregation of schools, new energies were re-

leased in both the North and the South, and expressed themselves

in marches, sit-ins, other forms'of confrontation, and significantly

ecause of television, with "the whole world' watching."

As Piven and Cloward point, out, there were differenpes here be-

tween the North and the South.' In the South, the issue was the

caste arrangement 'of the social structure; in the North, it was dis-

crimination in employment, housing and education. (Piven and Cloward,

on.cit., page 229).A major source .of discontent in the North was
.

the urban renewal program which became dubbed the "Negro removal

program." In Baltimore,.Maryland, alone, over a ten year period be-

ginning in 1955, 14,000 units of low rental housing were destroyed

and an equal number of families.forced tc re2Dcate to.ore expensive
\. (

and frequently worse.quarters. (Piven and Cloward, op.cit.,/page 287).
4

Thus, one set of the events that stimulated interest in poverty

was the situation of minorities, particularly Blacks, in the inner

cities and the growth of civil rights activity. Another was the

"visibility" given to p6verty through several'books that Irak both'

an intellectual and popular impaet-7--- Although it is dangerout to

credit any single book even a group of hooks with the sole re-

4,onsi4lity for this impact, there are two whian seem to stand

out.
1
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The first, was John Kenneth Galbraith' The Affluent Society(1958)

which drew attention, though not in those wo ds, to the "paradox

of poverty in the midst of plenty."--Galbraith s basic point, and

one whith his title seems to have obscured is t at the growing

affluence 9f our society was not sufficient to el minate

poverty: Because of the pattern of our industrial development,

the rapid, advances in technology, and the requirements of our

economy for greater and,ever more elaborate skills,.large portions

of our population would be unable to benefit'from our growing

wealth. This thesis was echoed a few years later by the Council
I -'-

of Economic: Advisors in its Annual Report for 1964, which noted

that ":.. in the future, economic gr'wth alone will provide re-
/

latively fewer escapes from po'Verty. Policy will halA to be more

sharply 'focused on the handicaps that, deny the poor fair access

to the expanding incomes of a growing economy." (Cater,'1968,

page, 105.),

The second, and possibly even more influential book was

Michael Harrington's The Other America (1962), in which he argued

that the poor had become ihvisii,ble. "Even those who huddle in the

cities have not b1een able to identify.themselves or their problems

so that others will'pay attention. Unlike earlier generations

who coubd aspire to break out, today's poor often inherit a

legacy handed down from generation to generation." (Cater-1968,

age, 106)

4
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Although "the other America".and "the invisible poor" soon

became catch phrases, there is reason to believe that the book,

and its detailed marshalling of evidence, had an effect on the

highest councils'of government. President Kennedy, hi self,

is said to have been impressed by its argument, with the result

that the problems it addressed and a possible legislative response

are said to have been the subject of the last cabinet meeting he

attended before his assassination.k

A.third event was far more mundane. In 1963, President Kennedy-
,

was looking forward to his. re-election. and both his legislative

program and the economy were in trouble, It had already been

decided to recommend a tax cut:

"But as Walter Heller Zlairman of the
.*.Economic Advisors/ began to look beyond

the tax cut and ponder the inevitable
downturn in the government's rate of
spending for defense, space and. related
activities! he recognized the combined
advantages of a broad attack on the

. deep-seated economic distress that
economists describe as "structural" (as
distinguished from " yclical")and that
publicists' have labe ed "pockets of
poverty". (Cater, . cit., page 102)

Heller found a sympathetic audience in the President, who had

obeen moved by the poverty in Appalachia during his campaign

and-had-pro sed to do something7about it. Thus it was on the

night b6fore he Jeft fpr Dallas that he "gave tentative assent

to Heller's request to proceed with a poverty krogram" (Cater,

op.cit., page 102)

/
* President Kennedy was an invt rate doodler. 0 at occasion,

.he scribbled the word "pover " over and over on his
note pad.
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President Johnson, upon assuming the Presidency, and despite/

the fact that he,distrusted the Kennedy "crowd" much as they cis -:\

trusted him, was persuaded to go ahead with the effort. Accordingly,

Heller began convassing the government for specific proposals. Ap-

,parently what he received was less than adequate, at least as far

as the Bureau of Budget (BOB) was conCernedl*_for, as reported by

Sundquist, by mid-December, "the gureau was still 'foundering' in
.

search of a theme and a rationale that would distinguish the new

legisltion as dramatically as possible from all that had, gone be-

fore."(Sundquist, 1969, page 21).

It was at this point that the BOB made what in retrospect ap-0

pears to have been a crucial move. It turned to David Hackett, who

was both a close personal friend of Robaij'ennedy and, at that time,

Executive Director'of the President's Committee on Juvenile Deiin-

"quency and Youth. Crime, and asked him to submit a proposal.

As noted in the previous chapter, the President's Committee

was one of the significant influences on the anti-poverty p-,,gram.
o

Although a small program (altogether it was authorized only ten

million dollars a year for a three-year period: Moynihan, op.cit.

page 66) it had createL quite:a stir. in both the Federal government

and in the country. Imprespd by Mobilization for Youth, it had pro-
.

vide funds to a number of communities... to. plan comprehensiveTrograms

to combat juvenile delinquency. Then, on the basis of evaluation,

and competition, it awarded action giants. - But even more important,

in elaborating its concept of comprehensiveness it required parti-

cipating communities to develop a conceptual framework which,.

0

* At that time, the Bureau of Budget played a key role in

, coordinating new legislation.
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theoretically at least, would focus the programs on a set of

testable assumptions; devise an administrative structure that
O

would coordinate all relevant new and existing programs in the

commune., that related to its concepzival framework beam all

programs a, specific target area or areas; and involve all

segments of the community, including public officials, private

agencies, and target area residents in devoping and operating

the program.

While the President's Committee did not in all instances suc-

o
ceed in meeting these goals,* its ideal model, within certain

limits, was what later camie-to be called a Community Action Agency

(CAA). In responding to the BOB request, it was this model that

Hackett recommended.

The BOB accepted the recommendation immediately, largely ac-

cording to Moy4han, because of its emphasis on planning and

coordination. Since "/T/rue coordination, especially at the

pinnacle of the system in Washington, is difficult if not im-

possible ... a number of the leading budget. examiners ... per-

ceived /the possibility? of doing it from the bottom." (op. t.,

pages 78-79),

"In the course of a single week in mid-December
aid to community organizations was transformed form
an incidental idea in the War on Poverty into the
entire war. The Budget Bureau staff first assigned
for the purpcise 100 million dollars of the 500
million that had been set aside in the budget to
finance the anti-poverty legislation,but a few .days
later they had committed the 'whole Amount.

See memorandum by Sanford Kravitz, quoted on pages 1-13,14 as
well as Martis and Rein, op.cit., page 135.
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Schultze*shad endorsed the idea to Budget
. Director Kermit Gordon Faith a note that'a
better name than 'Development Corporiticni.
was reeded. The phrase 'Action .Program'
was . Jund buried in Cannoh's* original
memorandum; somebody put the word 'communi!ty'
in front, and the name was born: (Sundquist,
op.cit., page 23)

4

This giddiness did not last. Neither the participating agen-

cies (almost all of the domestic agencies were involved) nor Sargent

Shriverrwho was brought in to stop the ISureauctatic wrangling,

accepted the BOB's plan. One of the chief objections was We stress

that the Prsident's Committee placed on planning. It would take

too long to get the program off the ground. What the President
a

wanted, as did Shriver, was action. Specifically, the President

wanted to respond to the rising demands'and the problems ofthe

Negroes.** In addition, there was concern about the basic.stra-

\

tegy. The Department of Labor, for example, felt that the em-

hasis of:the legislation should be on emplOyment, nC)t community

`action. (Moynihan, cm.cit.., pages xv, 99)

In the end-, the bill that was enacted had dftething for

everybody. "The Laboi'Department's employment program became

Title I ... The Budget Bureau's community action program; became

Title II. And so on.". (Moynihan, 2p.cit., pages xv-xvl).

4.

* -Charles Schultze and William Cannon; both were staff members

of the BOB. Note also, that Siindquist is not talking about
the final outcome.' The Community Action Program never be-

came the entire war on poverty.
4

** For an interesting, if Cynical, interpretation of what the
political motives might have been, see Piven and Cloi4ard,

2R.cit., pages 248-284.
954
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Interestingly enough, during all this, there was little

discussion of what was to become the most controversial feature

,

* of
.

the law, ,the requirement for-"maximum feasible participation"

of the.poor. Apparently the agenCies were too busy divvying up the

spoils and prOtecting their respectiv' turfs to be concerned. It

should also be noted that in the process, the coveted goal of

coordinating programs at the top was all but abandoned. By legis-

latively assigiiing programs to different agencies (technically

they were*delegated), 0E0 was left on /y with the Job Corps,

VISTA,' and the CA1. Although the law mandated that 0E0 coordi-

nate the' entire anti - poverty effort, it was never able to accom-

.

plish'this goal. . .

b. The CAP and Participation of .the Poor"

As most people know, and as Lillian Rubin(1967) has documented,
.

_

there is absolUtely no congressional historS7;for the origin and

insertion of the "maximum feasib le participation" requirement

in the legislation.* Except for . brief and ambiguous reference
/

by Robert Kennedy, it was not even discussed.

Adam Yarmolinsky, a former Assistant Secretary of Defense who

served on the Task, Force that developed the war on poverty,

credits Richard Boone, with inventing the phrase.** which true

or not, is within the realm of possibility. (Ya.:molinsky,1969). Boone

was one of the.people,along with Kravitz who was greatly concerned

* The technica anguage is contained in sec.202(a)(3) of S.26 A2,.

and in the A of 1964,which define: a community action program

as one "which ii developeC,conducted, and administered with the

maximum feasible participation of residents of the areas and

members of the- groups served..."

** Moynihan is not sure. -He thinks it might have been Frank
Mankiewiz who, at that time was a Peace Corps Official(Moynihall,
22.citpage'xvi,.)



about involving poverty-area residents in tho planning and management

Of programs. Their experience with the President's Committee

as,well as their knowledge of the Ford Foundation projects had

-convinced .them that the only way to make, programs accountabl,-.

and relevant was to place consumers in key decision-making rolesi

(Boone, no date; Kravitz, 1969).
i:--

Moynihan, in, to reccilect the history of the CAP,;ug-

gets thatthe phi-'9ese 14as inserted into the legislatiOn to pro-

tect the Negroes in the South. Under Title I, he felt where the

programs we.e categorical -- Neighborho,:ld Youth Corps, Job Corps --

{

'Federal regulations

easily enough ensure that they would have
- 'their shate ... But what of community action, where

local option would d*ide how to spend the new Federal
money? Inasmuch as the local, white power structure
;Would control the allocation of community action
money, how could it be ensured- that impoverished

'Negroes would get something like a proportionate
.

share?... °A simple idea occurred to someone present:
why not include langAlge that would require the poor
to participate, much s it was provided that other
entitites should do so? Then, later, if in'a given
locale it became clear that Negroes were not sharing'
-- that is, participating .Washington could inter-
vene on grounds that the requirements of the legis-
lation were not being met.1! (Moynihan, op.cit.
pages 86-87,, see also Donovan, 1W).*

. .

In terms of the intent behind the "maximum feasiile" require-
.

ment, Moynihan waffles considerably. At one point he seems to

imply that some people may have had sinister motives: "Sub-

sequently this phrase was taken to sanction a specifictheory*

Of Social change, and there were those present in Washington at

that time who would have drafted just such language with pre-.,

* OB0,-or CAP, found it-diffitillt to enfoxce its guidelines. At

one point, over half of "le Head Starts were out of compliance
with, the 'civil rights laws. (Cahn and Cahn,, 196t.)
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cisely that object." (ibid) * Another time, in :.:eference to the

resident's Committee staff members, he notes:

"They wished the pbor to beinvolved in the
programl-but in- the interests of therapy -as;
much as.anything else. ... They wanted others
also to become involved so that they too
:would dare and in particular, they wanted to
involve.those who havg the_power to do some-,

thiag about the suffering and the poverty.
It was as simple and decent as that."
(Moynthan,cm.citl, page 70).**

But this waffling illustrates one ofMoynihan's essential

point's. No one knows for sure what the drafters intended by this
1.

put it another way, everyone involved may have known

,what he meaxit individually, but...there was no overall consensus nor

evenrvery much discussion. In an article that prteded his con-

troversial book,,Moynihan posed this questir directly:

"What are,they(CAPs) supposed to dO? Are
they to make trouble- or prevent trouble?
Create small controversies in order to
avoid large conflicts- or engender ,as much
conflict a they Can? 'Hire the poor, in-
volve the poor, or be dominated by the
poor? Improve race relations or enhance
racidi pride? What is it,Washin46n wanted?
The simple answer to these complicated ques-
tions.is that Washington wanted a great, many
things that could not be simultaneously had."
(Moynihan, 1968)

Kramer, in his ",account of how 'Raximum feasible'participation'

Of the poor ... was interpretedin five San FrancisCo bay area

communities" is concerned with a similar problem. His book is

* The specific theory was presumably Ohlin and Cloward's
flopportullity theory."

.
** Kravitz says that therapy was furthest from his mind. (Interview).



9

"an analysis of some of the consequences of an innovative but

ambiguous social policy and, on another level, of an attempt

by narous groups to translate social and political ideologies

into action." (Kramer, 1969, p'age 11)

The ambiguities are reflected in statements by other people
L

as well, many of whom were directly involved in the development

of the CAP. To Adam Yarmolinsky, for example, "maximum feasible

participation" meant merely giving poor people jobs in the local '

programs.

if was thought of simply as the process .of
encouraging the residents of poverty areis to
'take part in the work of community action pro-
grams, and to perform a number of jobs that might
otherwise be performed by professional social
workers." (Yarmolinsky, op.cit., page, 35)

.To Sanford Kravitz:
--\

"The clear intent was to substantially increase
resident participation in program development
and in the administration of programs at ,the
neighborhood level." (Kravitz, op.cit., page 61)

To John Wofford:

"It represented, at a minimum, an attempt to -

deal with the condition of 'powerlessness' ,that
characterized the poor ... to the extent feasible
in the local community, this sense of powerleSs-
ness was to be changed by giving representatives
of the poor some real power in the development
and,conduct of programs designed to assist them-
selves." (Wofford, 1969)

And so, on.

James Sfindquist, in, summing up the controversy suggests that

the seemingly endless discussions on "what did he mean by that?"

wil1 get One nowhere. He note that the drafters, or 'at least

some.of them, may hgve had many things in mind. At the time the

legislation was being constructed there were. three distinct

strategies of reform being tested. (Marris, 1964)



The Ford Foundation Projects. These sought to
workthrough existing institutions with the hope
that they would be influenced to change through
the process of coordinated planning.

2., Mobilization for Youth This went
behind the power structure in order to organize
the poor to assert and defend their own interests,
although it also ran an extensive service program.

3. The President's Committee on Juvenile Delinquency.
These projects emphasized the application of'know-
ledge through comprehensive planning.

Accoidinq to Sundqdast, "The planners of the President'

Community Action Program did not choose among the divergent stra-

tegies; insofar as they recognized' the divergence, they recog-

nized, also, that no one pattern would fit all communities."

(Sundquist, 1969J page 24)

Sdndquist also maintains that the approach by the drafters Of
.

the legislation was frank and honest and-that the'langu4e was

clear. .

"AnybOdy who pondered for more than a
moment the implications of maximum parti-
cipation in program development and ad-

( ministration would be bound to envision
poor people on board of pirectors of Community
Action Agencies and as administrators or
programs Furthermore, if the poor,wee
capable of sub-professional duties, that was,
all to the good, and if they were capable of
exercising poWer -- well, more power to them."
(Sundquist, 1969, page 238)

Moynihan would probably diSagree. If one may le so bold as

tgsummarize his views (it is not easy), they go something like

this: (1) Federal laws should spell out in specific details
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what a programis supposed to do and how it is supposed to do

it; thus his seeming predilection' for categorical- progra s.

(2) Although he appears to be sympathetic towards the podr, they

are too unstable to be trusted. (3) What the Congress intended

was for the Community Action Program to provide the poor with

services. ' (4) The Federal government has no business sponsoring

or supporting social action programs which lead to confrontation.

(5) Social scientists should study the "hidden. processes" of

society,not tamper with them.*

In the final analysis, his basic complaint is that the Federal

government cannot contr ol a program that is basedon local initia-

tive, and since the Community Action Program, with its mandate for

"maximum feasible participation" of the poor, went far beyond any

conceivable intent of the Congress, it could only end disastrously.

Specifically, he is critical of the militant social action efforta

in which some local community action agencies engaged, since it

seems tQ have turned the "establish t" including the mayors,

the President,` and even -the Congres against the program.

If we have not set up a straw man, it.is possible to counter

' some of these assertions, except of course, those that represent

his persOnal biases. First, as to services: a study by Stephen

,
,
Rose found that in the CAP as a whole, 94 percent of the projects

were oriented towards "clinical, rehabitative, or remedial

services." (Rose, 1970Y Howard Hallman who reviewed

* This clearlyk is an interpretation. It is based, however,

on a-close reading of his book.

0



the program for the Sub7Committee on Poverty of the Committee on

Education ar.,1 Labor, came to a similar conclusion: CAP "apperars

primarily to have been .a new kind, of service program:*

As for militant social action, that appears to have occurred

in no more than a handful of community action agencies. Again

to quote Hallman:

"Except for a very small number of communities,
the Community Action Program does not involve a
a predominate commitment to the strategy of
giving power to the poor, of deliberate con-
frontation with established powers, of purpose-
fully createdconflict.. This is a stereotype
pladed on CAP in its early days by a few articu-
late advocates of is approach and echoed
ever since by jour alists, who have 'not examined
what is actually doing on. Yet, this approach
is found only Sal{ Francisco, Syracuse, and
Newark of the thirty-five communities studied.
All three were included in the sample because of
the controversy surrounding them, but this
writer does not know of any other communities
where this approach predominates." (Qi.ioted in Lane,
no date, page 5)** , A

Jonathan Lane who is currently assessing the CAP experience

generally agrees with him. He notes, however, that many'

"became arenas in Which conflict took place." (ibid) But that-as

we indicate shortly is another. matter. Lane goes on to say:

* Roland Warren*, who evaluated the Model Cities program noted
the same thing: "They all seem to have defined problems
immediately in terms of a lack of sufficient agency services-
with the predictable result that the program propos ed was for

7
more agency services." (Warren, 1971),

** Mobilization for Youth, which Moynihan uses as a prototype
was, in. the word of Jonathan Lane, "tamed" in 1965.

1-46



.

"Probably in very few places did this conflict
represent a major political threat to the lo-
cal governing coalition .... /But/ there are
examples of various degrees of conflict ....
Baltimore would fit Moynihan's vision, though
that Agency itself`was not taken over by a
"power to the poor" philosophy. It provided
an arena of conflict by which blacks got into
the political system in general. Kansas City
was also involved in' bitter conflict. Ef- .

fectiveness in Kansas City seems to have been
low, because .the CAP there was not in the "big

tla

game" of city politic; as Baltimore. Other
ag e ..es never_had a searing conflict. Examples
herd each quite different) are Atlanta, Seattle,
Austin and San Diego. Some of these did have

.

some.vigorous "social bargaining" which probably
involved more or le abrasiveness -- not always'
in.middle-class style -- but that, as Hallman
says,qs the process through which democracy .

.

.

solves many problems'." (Lane,sja.cit., pages 5-6)
L.

As Lane notes, in many communities, CAA's did become "arenas

in which conflict took place." To a large extent,, however, this

was a result of a lack of."maximum feasible participation" not

because of it.

Ali3One of the difficulties in the early days of 0E0 INTs-est.lb-

lishing broad -based community action,agencies.- The central.

problem in all of them was the reluctance on the part of what has

come to be called "the establishment" to includd significant re-

presentation of the poor and the ethnic minorities on their

Boards. In many cases, therefore, the ,confrontations had more to

do with battles lost than won. it is.true, of course,'that in
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time, as thd poo! and minorities became organized, they become

more savvy and learned how to press their demands, even, in

some instances, unto victory.* But-that, presumably is one of

the things that is meant by institutional change. It is standard

operating procedure in American politics and is the way minorities

have always become assimilated to the larger society.

I, actuality, however, there appears have been less.con-

flict than many people have assumed: Appar ntly, also, there was

little fundamental change. At the end of thre-e-years effort(i.e.,

by 1967), Kravitz, for example, felt that the CAA's had accom-

plished very little in this regard.

)
"The random programs efforts of the Community
Action agency have generally had little ef-
feat on the large bureaucratic health,
welfare, education'and'employment structures
that receive.the bulk of their resources in-
dependently of 0E0." (Kravitz, 12R.cit.:'p.66)

In the end, the real.problem with 'the.CAA's Lay be that in

terms of really benefiting the poor and doing something about

the "paradox of poverty in the midst of plenty," there was not

enough emphasis on institutional change and too much emphasis on

changing 'people. For as Rose has shown (op,cit.), the CAA's re-

mained rooted to a services strategy and what we defined in the

previous chapter as the individual deficit model. Tha "mis-

understanding" may be_not.so much about "maximum feasible par-
*,

ticipation" as it is about poverty itself.

* For a cynical view of some of'these strategies see Tom Wolfe
. (1971). For a radical perspective see Piven and

Cloward, op.ci4.
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Robert Hess made a similar point a few years ago with re-
.

gard to Head Start:

"The influence the family exerts on the
child is a _result of many pressures...
that originate in the conditions of
society. Perhaps changes within the
family, if they can be effected despit
conflicting pressures, can in the long
run produce changes in the social and
cultural. environment. But it should be
recognized that changes in the family may

_

be'difficuit to bring about unless they
are supported.by programs of wider social
and .economic reform." (Hess, l969 page 4g)

'In thel:next chapter, we discuss how these various stresses

and formulations were worit'ed out in Hoed Start.

I
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Chapter.3

/
/The Development of Parent Participation in Head Start

a. Origins :c.,f Head Start

Like many of the early anti-poverty efforts IHead Start was

the result of a crash effort on the part of the program planners

at the Offic of Economic Opl,ortunitY. According to Mary Ann

Beattie, who,has written a history of the program, the idea for

the prograM was suggested by pr. Jerome Bruner of Harvard Uni-
/

.versityduring an inforMal discussion with SargentShriver, the

directo/r of the agency. The notion that Dr. Bruner put forth

was that 0E0 should sponsor a program to prepare disadVantaged

2hiidren
from low-income families for entry into'school. (Beattie,

no date, mss.)

It is likely that a number of factors contributed bothto

Dr. Bruner's recommendation and Sargent Shriver's eager acceptance.

of it. For one thing, Dr. Bruner was (and is) a distinguished

psychologist whose career interests focus on.the development and

growth of children. Secondly, studies had already shown that

children from Poverty backgrounds entered school with certain

drawbacks: they did not measure up to the Schools' expectations

of them and tended thereafter to steadily fall behind. And

finally, theie was a feeling that early intervention was bne way

of breaking the "cycle of poverty" so that it was not transmitted

from, one generation to the next.

A'
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From the outset, therefore, 'and subsequent events enforce
c

this impression, Head Start was rooted primarily in.what we

have previously described as the personal deficit theory of

poverty. Although these deficits arose from deprivation, they

were perceived as deficits nonetheless.

As a number of observers,'many of whom were involved in

the creation of Head Start, point out, however, there were

other considerations as well. According to teattie, one of
1-*

-these was the desire to create a vehicle through which a

large number of college trained women could be.utilized as

volunteers in the national anti-poverty effort. (Beattie,.op.

cit.) This probably reflected Shriver's interest in volun:-/

tarism and his recent experienceswith the Peace Corps, of

which dt.that time he was also director. But there were

also more specific political considerations.

As is well known, the anti-poverty program was contro-

versial almost from its inception. It was attacked from both

the left and thp right. To Saul Alinsky, for example, the

program was a'"piece of political porngraphy" whose intention:

was to undercut organizations of poor people which were then
,

in the process of formation (Alinsky,.1968, pp.171 -179).

To others, it was an attempt to deflect ,the energies of the

civil rights movement into a system that could only weaken'

and moderate their efforts. .To much of the South`, on the
.

other hand, P.: was a way of moving towards* further racial in-
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tegration, while to many mayors, it was a way of weakening their

control over city government by funding programs to agencies and

Organizations over which they had very little to say. From this

perspective, Head Start was a way of overcoming these objections.

According. to Polly Greenberg, it was a "political,play to wedge

the newly forming poverty program into the tough heart of the

American public." (Greenberg, mss. no 'date.)..

Whatever the mo&ves, it soon became clear at 0E0 that some

sort of program for young children was to be mounted. Events there-

after'moved rather swiftly.

Following his conversation with Or Bruner, Shriver asked
.

Richard Boone, a top official of the Community-Action Program, to

call together appropriate staff members and experts in early child-
-

hood education and child development to discuss the possible pro-

gram. Although the basic policy questiowat'the meeting was

whether or not to invest a sizeable portion of CAP funds in a pro-

gram for pre"school children, several participants recall that the

J

discussion was heavily weighted with research- oriented questions.

The major concern was whether or not a high-quality program could

be quickly and cheaply produced on a ma'Ts'scale.* There was some

discussion of parent roles in the program, as aides or volunteers

in the classroom, and about the importance of teachi,ng them how to

be parents, but hardly any discussion about the broader objectives

of the Community Action Program.' If this was addressed at all, it

was in the context of the possible effects that a high quality pro-
.

gram might have on the American educational system as a whole.

In recalling that meeting, Sanford Kravitz had this to say:

"It'seemed to me that the experts from the
early childhood field had little experience

in dealing with poor people.' This group of

*
the original cost was estimated at $140 per child for the summer
rogram.
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researchers priTarily had their experierice
w 'ith middle-class nursery ichools and the
only model for parent pal, Apation which
they were familiar with was that of the:
parent as a cqpperator in the cc,-op nursery'
school movemefft, essentially a middle-cAss a

development." (Interview)
.

Kravitz'also noted that there was little discussion about

the Lind of theoretical orientation the program Would bake., "I

think the commitmellt at that point ...was clearly to cultural '.

enrichment -- essentially a deficit model or 'culture of poverty'

orientation." (ibid)

The meeting ended with a split Jte;,only half of the

experts felt that the program should be fielded. This was com-

municated to Shriver who, according to'Kravitz, decided that

"a-fifty-fifty split was Pretty good odds," (ibid) and a decision

was made to move ahead.

It was shortly thereafter, at the end of October 1964, that

Polly Greenberg-recalls writing the first paper on what was to

develop into Project Head Start. Originally, the program was.

meant to be a medical-dental-nutritional program, but in her

paper she suggested that a nursery school/child development com-
,

ponent be added] and that jobs' for parents be included in the

program. (Interview), ,The latter was of particular interest to.

Richard Boone, one of the more ardent anti-poverty warriors, who

was pursuing the notion of using paraprofession.als'in all anti-

poverty programs.
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It is important to point out that, at this junctures at.

least, Head Start was not being thought of as a community action

, program in the social\action sense. :Although its funds were to

come from 'resources allocated to the CAP, it'was conceived-more

as an activity, a new kind of service progra , that might benefit

children and also hey take .the ^eat-off the rely viable qAAs.

In addition, since many CAAs.we're having difficulty in getting

organized, it was looked upon as a way of giving the nati onal

.anti-poverty effect Visibility. Who could fault helping poor

kids?

The first official memorandum that called for the eq,tablish-

ment of a Head Start type program ,appeared on November 18, 1964,

over the signature of Jack Conway, why was then the Deputy Di-
.

rector of OEO. The title of the memorandum was "Operation

Buildup -- School readiness for up to 500,00( young children
4

from poor families," Still oriented to the deficit,todel, the

memorandum listed the handicaps of poor children which'the pro-

.
grams were to add.Leps: hea2th and nutrition, verbal ,skills and

critical limitations in early life experience.

This memo was also the firs+, document to suggest that

an eight-week summer program br viewed as the inauguration of a

continuing program. Apparently this memorandum gave rise to con-

siderable criticism both within the CAP complex in OEO as well

as among the CAAs. According to'Beattie, there was reluctance

on the part of some of the CAP staff to endorse or support a

program that, initially at least, would serve more than 1.Q4:000

children. 1
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'7 "There was a feeling that a- larger Head Start
program would seriously hamper other Community
Action Programs planned for the fiscal year
1965 since the Community Action Agency fundS\
would be .infringed upon:' There was the added%
fear that a large Head Start program in the
summer of 1965 would create a precedent for
followup programs that would curtail other
programs and activities sponsored through
Community Action.",(Beattie,22.cit.)

As subsequent events show, -these fears were, from' the

CAP point of view, justified. .According to Kravitz: ,

JP

"CAP agencies both on the feder 1 d
.local levels found themselves being taxed /
for their Head, Start programs,'-This
meant that they were told that they had
t- meet certain kinds ofquotas and it

became a crazy business. Head Start very/
quickly became so politically sexy and /

non-:controversial-that Shriver decided t6
push tt extremely hard. This meant that
with a limited amount of funds that were
allocated to Title II there was only one
way that wecould get this money in ,o&ler
to expand the Head Start program. Ob/iously,
the moneS7, had to come from other Communit
,Action activities.

"CAP agency staff members resented this kind
of national'rogram direction.. There were a
number .,f-other types of national programs
which the staff felt wen_ desperately needed
andthe emphasis on Head start was an infringe- A

ment both on the local autonomy in terms of
definition-of their own needs and also in
terms Of a natiOnal emphasi's." (Interview)
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FY

4, 1965

1966

1967

1968
.

01969

197D

1971

(Est.)

HEAD START

CHILDREN AND DOLLAgS BY FISCAL YEARS
(Dollars in Millions)

Total
Amount

Summer Head Start Full Year Head Start

of

Children Amount
No. of
Grants Children_ Amount

No.
Grants

\ .

$ 96.4 561,000' $ 85.0 '2,397 -0- _J $ -0- -0=
1 .

. .

198.9- 573,000 98.0 1,645' 160,000 81.9 470

349.3 It'466:300 116.6 1,249 215,100 210.4 750

316%2 476,200 ,91.0 )N185
...

-217,700 192.0 719

33,3.9 446,900 ;4e''', 90.2 1,100 216,700 212.3 ,s 756

-325:7 200700 42.1 768 262,900 259.5 897

360,0 208,700 46.6 768 f-262,900 278.3 897

376.5 208,700- 48.9 768 262,900 290.6 8971972
. .

(Est.)

SOURCE: Office of Child )evelOpment

The above chart indicas the growth of Head Start both in terms of

budget and number of children served. Because of the lack Ofmoney for ex-
,

Mansion of domestic programs, Head Start more or less "stabilized" in 1970.

At the 'same time, the-total number of children served decreased due to

Inflation and increased program costs (salaries etc.) as mell as a move

from part-day to full-day programs. :.t the same time,however, it should

be noted that virtually half of the Community Action budget is allocated

to Head Start. If nothing else, this attests to the importance of Head

Start to the Congress, the. Bdreau of the Budget, and the Office of Eeoiomic

Opportunititself.

A
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There was also resistance to the idea o'a "packaged

program" since this seemed to contradibt the notion that

programs should be locally paanned.and initiated. According

to Mitchell Ginsburg, who was a member of the eadrStart'

Professional Advisory Cortimittee

"There was concern in 0E0 right up to the
highest level with Shriver on the question
of to wnat extent there should be mandated
substantive programs that were packaged
for everybody and to what extent there
should be the kind of community participation
which might potentially lead,to a great deal
of program varitation." (Interview)

Possibly as a result'of this resistance, another memorandum

was issuediby.tConway.on December 17,1964. By this time the

name for the program had been decided upon. The Title of

this second memorandum was: "Project Head Start * -- A

Program for Disadvan taged Children Before they Enter School."

In this memorandum Ole _go 1 of the program was set at 100,000

four and five yLar olds 200 t)fo 300 communities, across the,

nation. There wa also some clarification in the memorariglum

as to how the communities would be chosen. Three criteria'

were mentioned:

o Those which show concrete evidence that
parents want.and will lafticipate in the
programs.

o Those that showpotential'for developing
quality )rograms.

o Those which need help most.

* Judah Drob, now at the Department of Labor is frequently °

credited with naming the program at one of Shriver's famous
late night sessions.
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Thus the concept of parent choice'(decision-making) and

0 0,"

parent involvement was articulated at a Very early point in the

history of the program, a victory it would seem foi' the CAP

people who were arguingafor this concept.

Wheh this second memorandum was submitted to Sargent

Shriver, the staff was given the green light to go ahead. A

massive public relations effort swas mounted.: Beattie describes

the highly organized 'effort that was m de to contact significant

officials in every local community across the nation. This in-

eluded mayors, city managers, county officials, welfare, school

and health officials, and .heads of community action agencies,

among others.

"To all of these a letter was sent over

Mr. Shriver's signature inviting them
to participate in Head Start and enclosirig,

a, card on which they;could indicate their

interest. To mount -this operation, con-
tracts were made with almost every mailing
house on the east coast to provide direct

mail services." (Beattie, op.cit.)

Mrs. Johnson, the wife' of, the President, lent *herself in

I n
a major falshion to the massive public relations effort and

wives of Jiegislators close.to the administration worked at

'making pesonal one .calls to mayors in their home States,

e:Icouraging them to develop Head'Start programs and submit

.

funding ,applications-.

The response was so great that it soon becan, clear that

there would be no way Lo keep the program at the level of 1

100,000 children. Very quickly the goal became 300,0M ancl

finally 500,000.When a tally was made at the:end of the f
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summer program, it was found that',561,000. children had

actually been served.

Kravitz, who had some doubts about the possibility of--

mounting a program of this size, credits Jule Sugarman,

.Boone's Deputy for Administration and whp was named by

Boone as the key staff member to organize Head Start. In

Kravitz's words:

"Jule Sugarman deserves credit for the
administrative and
to produce what I elieve to be probably

capacity

one of the most significant phenomena of
administrative and social organization of
the century." (Interviewl

Thus despite misgivings and confusion, within the.space

of abOut.six months, Head Start was off and running.

b. The Cooke Memorandum

In addition to suggesting the scale and nature of the

program, the Memorandum which was:finally sent to Shriver over

the signature of Jack Conway, called fpr the establishment 1

of a_'"natidrial advisory committe$,Jof informed private Fitizens."

The original committee'consisted of:

Dr. George-B. Brain, Dean, School of Education,
Washington State.University.

Dr. Urie*Bronfenbrenner, Social Psychologist,
Cornell University Department of Child Development.

Dr. Mamie Phipps-Clark, Executive Director,
Northside Center for Child Development, New
,York City.

Dr. Edward P. Crump,. Professor of Pediatrics,
Meharry Medical College, Nashville, Tennessee.
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f Dr. Edward Davens, Co missioner, Marylalid
State Health Departmen

Dr. Mitchell I. Ginsbu Associate Dean,
Columbia University Sch of of Social Work.

Dr. James L. Hymes, Jr. .Professor of Edu-
cation, Early Childhoad Education Depart-
ment, University of Maryland.

Sister Jacquelyn, President, Webster Col-
lege, St. Louis, Missouri.

Mrs. Mary King Kneedler, Nurse, Assistant
Professor, Development Evaluation Center,.
West"CarolinaCollege, North Carolina.

Dr. Reginald S. Lourie, Director, Depart-:
ment of Psychiatry, Chiidrens Hospital,
Washington, D.C.

John H. Niemeyer, President, Bank Street
College of Education, New York City.

Dr. Myron E. Wegman, Dean University of
Michigan Schoo f Public Health.

Dr. Edward Zigler, Chairman, Child Develop-
ment Program, Department of Psychology:
Yale University.

As can be seen the advisory committee was heavily weigh

with psychologists, educators and people whose orientation

was towards problems in child development rather than towards
, I

problems in community action.

To chair the committee; Shriver appointed Dr. Robert Cooke,

°Chief of Pediatrics at Johns Hopkins. The choice of Dr. Cooke

was probably conditioned partly by the fact that Shrivgr; as

well as the program staff, wanted to make Lure that the prcgram

was not controlled by the earl: childhood/educators. The chief

reason for this appears to have been a desire to make sure that

it did,not become, in the words of Polly Greenberg a:ndownward
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44 upped to $170 -- and prevailed.upen-Rr. Julius Richmond, at

extension of public schools:" In fact, "it had been with reluc--

tance that the experts had declared school systems eligible to

run Head Start programs at'all." (Greenberg, 1969, p.6)

The initial functions, of the'Adidsery Committee,were to

give structure.te the program, to establish a budget, and to

secure a director. It was this committee that established

the cost of the summer program $140 per chiltbut later

that time Chairman of Pediatrics end. 'Acting Dean of the Up-
,

State Medical Center in Syracuse, New York to becoMe the di-
,

rector of the program. Inasmuch.as Dr. Richmond was also

vice president of the Child Welfare League, and a member of

the Board of Directors of the local CAP agency in Syracuse,

he could by reputation as well as experience, relate to a

number of constituencies.

As Prdgrap Director, Dr. Richmond worked c(osely with

Mr. Sfiriver and was responsible particularly for establishing't

relationships with the various professional organizations

(educational, medical, welfare, etc.), involved in getting

Head Start on the way. The actual administration of the

program and the inter-governmental relationships were assigned

to Jule Sugarman, including the major task ef.processing grant

applications.

In addition to its initial administrative responsibilities,

the Advisory.Committee also produced the first set of official
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guidelines for Project Head Start.ycKnown, popularly, as

the "Cooke Memo" this document.remained the only official

statement of Head Stat*t policy and goals until 1967 when

Manual 61.08-1 "Head Start Development Program:' A Manual

of Policies and Instructions," was issued by 0E0.

In .line with wliat had become conventional thinking by

this time, the Cooke memorandum, in terms of theoretical

kOrientation, reflected the defigit concept arising from

the "culture of poverty." Its opening statement is unequivocal:

"For the child of poverty there are clearly
- observable deficiencies in the processes
of the founaation or a pattern of failure
and thus a pattern f poverty throughont
'the child's entire' fe."

4

The memo'spelled out the pecific objectiVes of Head Start

. as fo-lows:

o Improving the child's physical health and
physical. ability.

o Helping the emotional and social development
-of the child'by encouraging. elf-confidence,
'spontaniety, curiosity, and self-discipline.

o Improving the child's mental processes and skills
with particular attention to conceptual and
verbal skills.

o Establishing patterns and expectations of suc-
cess forthe.child which will create a climate
of confidence for his future learning effort.

o Increasing the child's capacity .6O relite posi-
tively to family members and others while at the
same time strengthening the family's ability to
'relate positively to the child-and his problems.

* The official title of the memorandum is "Recommeridations
for a Head Start Program by a Panel of Experts," chaired
by Dr. Robert Cooke, ,ohn Hopkins University, February 19,
1965.
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o Oeveloping in the child and his family a respon-
sible attitude toward society and fosteringcon-
structive opportunities for society to work to'-
gether with the poor in solving their problems.

o Increasing the sense of dignity and self-worth
within the child and his family.

The first four of these objectives relate solely to the

child; the other three, however, are somewhat more ambiguous.

While they also relate to the child, they mention his family,
. ,

and. the last two objectives at least, open the door for a de-

cision-making role for parents.,'

It is within these last two Objectives that the rationale

for .the parent participation program seems to reside although'

clearly they`are not couched in community action language. In

fact it is doubtful that 'the Advisory Committee, or most of

it, had .a dynamic conception of community action in mind. For

when'details as to possible parent'roles were spelled out,

they focused primarily on the pdrent as learner or as

friendly counselors and guides.

"Parent participation programs should be designed
as to:

1. Assist in planning the program of the center,
its hours, location, program, etc.

2. Help in acquainting the neighborhood
with the services for children.

3. Deepen understanding on the part of the
center's professional- staff -of the life
of the neighborhood.

a
4. Participate in the parent participation

program of the center whioh shL"ld in part
help parents deal with tho generai and
specific problems of child-rearing arid
homemaking. ,
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5. Provide supervision forother children of
(parents who ,are assisting'in the center or
are.visiting the center as part of a parent

. ,

ecacation pmogram.

6, Fill many of the non-professional,sub-pro-
fessional,'and.semi-proTessional roles ne-
cessary for acomplishing the above purposes
and for the generai,conduct of the kogram
such as:

a. teacher aides- for:

1. liaison with parents,.
2. escorting children to and from

the center,
3. conducting rmall_groups of three

to five children on trips,
4." adding specialized skills like

singing; playing musical instru-
ments", painting,

5. general assistance.

b. constructing and repairing equipment,toys;etc.

c. maintenance.

d. cooking and serving food.

In reading,this memo today, it seems obvious that parents

were conceived

A
of as adjuncts to the program not as central

toit. They were to provide extra pairs of hands, in order to
t .

relieve the Head Start teachers of certain duties,. mucl. as

teachers' =ides frequently came to be used in the school system.

Their specLdlized knowledge, cts in item 3, was not to be used

for self-help, but to "deepen the understanding on the part

of the center's professional staff of the life of the neigh-

e-
borhood." ti

When the memorandum was issued, there was considerable dis-
c

sat,isfaction among membersof the CAP staff as well-as among
0

se,

certain members of the Advisory Committee: Mitchell Ginsburg,

a social worker, recalls that'a group of the Advisoiy Committee
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including himself, Mamie Phipps Clark, JaCquelyil Wexler (then

Sister.Jacquelyn) and Edward Crump met with Shriver to

explore the issue of parent participation and parent roles.

"After that, there was developed for us
some new guidelines that we took with us when
we went on our monitoring .::rips during the
summer of 1965.

"I remember, for instance, that I,went to Denver,
Seattle,POrtland and 'Eugene, Oregon since all
members of the Professional Advisory Committee
were asked to Monitor the beginning programsf:
We were given a checkliAst of items that we
had to look at, and one of 'these was on pa
rent participatiOn.1! (Interview with Mitchell
Ginsburg).

Ginsburg Als6 recalls that members of the CAP ,staff played

instrumental roles in pushing for greater parent roles, as

well as for'a close connection between'Head Start and the Com-

munity Action Agencies.

"It was Kravitz and hi,s people than pushed
for parent participati.on. At 4oints there
were differences between the Head Start
program staff as such and the Community Ac-
tion staff, leading to discussion about at-
tempting to pun Head Start out of Community
Action and out of 0E0 entirely.. Some of the
Head Start staff, particularly the child
development people, felt that it could-func-
tion better as a separAte agencI. However,

r there were those of-us on the Professional
Advisory Committee that were opposed
this because we wanted to maintain

t
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the connection with Community Action... We
did win and-there was no recommendation
made,formaliy that Head Stakt be a separate .

agency." (ibid)

Apparently, however, the differences of, opinion were never

successfully resolved, for as,reca1 3.ed by GN,sburg, the

arguments about the nature of Head Start --was it or was it

. not a community action program?. -- surfaCed continually at

the Advisory Committee's meetings.

"Some members of the the Committee felt
that'we were'dealing with a program that
was designed to do certain specific
things like raising the reading levels of
children. There were others who inter-
preted the program as,part of the broader
Community Action thrust of Title II.

"This showed up in terms of the practical
effects when we as*Committde members
went out to visit programs. I remember
that some of my reports were.extremely cri-
tical of a few programs where parent par-
ticipation was not in evidence. I.am sure
that uhen other membersof.the Committee
made their visits, the reports reflected
Somewhat different views. This area prob-
ably would have been played down and other
aspecis emphasized." (ibid.)

Without belaboring the point further, it seems clear that

in its early stages at least, Head Start lied definite opinions,

as to the role of parents or learners; the program was far less

blear about parental roles as decision-makers. Both Stanley.'
.

Salett and Polly Greenburg, who were associated with the pro

.gam in.its early stages feel that this.was largely'the result'

of'the influence of the early childhood specialists, both on

the AdVisory Committee as well as on the staff, many of whom,

bit
I
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were only tangentially interested i potenti

for social change. tat seems reast_ t ask how

this latter dimension came to be so widely diffused.,

According to many obseivors, this v p-aely the result/

of perSonal contact. Ffequbntly mention the influbrice .t

of consultants who traveled far and wideto help implement

programs. The consultants played a variety of roles. They

were teachers and trainers of staff and parents; they parti -

cipated in evaluation and monitoring yisits;.and they/ also

hiloSpphx and Programserved as interpreters of Head Start

/guidelines to staff, parents and interested communitJ agencies.
1

Depepding upon their own profesional orientation, these

consultants pressed for compliarice with Hea Start and CAP S

objectives in parent participation.*

Also important were the QM inspectors, particularly at

the time that William Haddad headed the Office of Inspection.

Although there was much variatiAin in staff attitudes, the

inspectors during the ear* days of °Betook as one of their

main charges the implementation of the-nmaxidum feasible par-

ticipationn'feature of the legislation. This was aiso true

of certain 0E0 Regional Offices such as former P'gions

I(New York City base) 'and VII (San Francisco baSe) which had

repUtations for promulgating activist approaches. dn other

* See Polly Greenberg, no date,.and Beattie/ no date. Information

was also derived from interviews wilh Mitchell Ginsburg,
Charles Mowry and Bessie Draper.
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regions, parental involvement, particularly in the deoisim-

making role, was less urgently pressed, though here and there,

as JAI what was then Region VI (Kansas City base), there was a

highly developed parental involvement program.

Sotte consultants have indicated that in'tha absence of

,firm dirct...res'and guidelines from Head Start, they relied on

0E0/CAP issuances which kept mandating citizen participation

in CAP programs. Since Head Start was part of the CAP complex,

although,like most of the national emphasis programs it fre-

quently.acted and was treated , like an independent agency, it

was felt that these guidelines applied equally as much to

Head Start as to the rest of CAP.

Of particular importance was 0E0 Instruction 6005-1*

which One consultant described as the "most valuable weapon

in interpreting and enforcing the notionof pirent'participa-

tion." (Interview with Charles Mowry).
7

"There 'is much in that document that peeds
to be studied in relation to its effeet upon
,Head Start practice. I think that is a pivotal
policy statement. In my work in the field,
that document was really the basis for developing
a strong case for parent participation. That
document really was more useful between the time
of its issuahce and the issuance of the 70.2
statement than the manual. I think that as a
policy and as a base for the development of
participation in pfactice, it was the primary
tool of consultants,of staff and of parents."

Therc is also some evidence that certain communities were

far ahead of either -,.he consultants or the staff in articu--

lating connections between the CAP philosophy and Head Start.

* Participation of the Poor in the Planning, Conduct and
Evaluation of Community Action Programs.
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This appears to have occurred in those communities which

not only grasped the potential of the program ' 't which had

or quickly developed, an activist orientation. In the long

run, it is likely that all these factors and possibly others

as well converged. in different ways to promote, or inhibit,

patent participation. in future studies; it is hoped that

this.Can be explored in a more systeMatic way.

c. The Shift in Guidelines

In September, 1967, two and one -half years after the

Cooke Memo had been issued, the Office of Economic Opportunity

issued its first Head Start Policy Munualp..

Although most of the manual is devoted to Head'Start

itself, the first page makes it clear'that Head Start is not

to.be confused with other and superficially similar programs:

'This section of the manual does two things:. It places Head

Start in the context and philosophical thrust of the community

action program and notes%the special obligation on Hea-' Start

in_loelities where no community action agency exists.

*Manual 6108,-1: Head Start Child Development, A
Manual of Policies and Instructions, September 1967.

1-69'

1

e,



.
With .re,:pect to the first of these consideratiops, the

,
,

manual re'finel the long -range objectives of-a,commUnity -action,
.

program as focuded.on effecting "a permanent increasein the

aiility of indiviOlials,rgroups, and communities afflicted

.with poverty to improve their own donditions."(Emphasis-added).

And with respectIto the second, it establishs the principle

` \that where no CAP-agency exists, the agency that is respon- ,-.

,
.

,
. *

,

Sible for adMinistering Head Start "is expected to fo4ow-the

44.
general prinCiples of community action -- participation of

the poor, mobilization'of resources, and rgeting of programs

to 1. poor as if it were a community action agency." (Emphasis

added again) , ,
.

4

As liar as the authors of this report were able to 4iscern,

this was.the first time statements such as these appealed

in an official Head Start document. Although-a historical

track-to explain the reason for their inclusion is not presently

.
. 4-7,

available,,some conjectures at this point may be in order
J

4 e
. t

since they may point to some possible avenues fdrrfurther
. t

Investigation.

One reason that comes to mind is the possible delegation
I

oTklead Start to HEW. As is well known, tension, and frequently

friction, existed between 0E0 and other Federal agencies from
5

. the nset of-the programTand even before,during task force ,

days. With the Department of Labor, it concerned the gerieral

thrust and philosophy.of the agency.' During the,kask.force

days, Labpr-hacrargued-for a manpower strategy as' the center-

piece of the poverty program*

* See earlier discussion, pag

and there were additional
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conflicts over the role and nature of the Neighborhood

Youth Corps Program an"d other manpower related activities

which were included in the legislation. With HtW, the,argu-

me.nts were mainly over programs that related to education'

and other activities of OEO that might be defined as educa7.

tional in emphasis.

sti-,

. H ead Stare was a particular bone of content. )n. From the
. .

Y. , , .

time thA the program was fielded and attained its

initial phenomenal* success, there were:indications that the
4

Office of EdUcation felt that the appropriate location of the

program was in that agency and not iri OEO. One possible reason

for this-was that despite arguments to the contrary, Head Gtart

was originally conceived as a "school readiness program"and

was always jildged as such by the Congress and the public at

large. 'As we noted earlier, however, 0E0-Staff, including

Mr. Shriver, had great misgivings a"pt making the pro'grim

solely an early childhood education rofgram. Although the

importance of the educational ele nt was never underestimated,

t to 'be, effective,-it had to be communityit was always y/elt th

and not school-based

deficient in relating

since the schools had proved notoriously

either to'communities or pa nts..

Another consideration was a difference in funding pat-

' terns. Most hEW agencies channel their funds through the

s 'ates. Although the passage of the ESEA(in whose framing 00

was greatly ini,olved) introduced some sign5icant :hanges:

it was nevertheless true that the traditional pattern of HEW

was. and is to relate to states and state agencies. OEO, on



4.

li

the, other hand, channeled its funds to lOcal communities.

Thus imbedding Head 'Start in alDepartment with a--dtrierent

philosophy was, looked upon as potentially harmful to both the

intent and nature of 'the programs;

While these were possibly the dominant concerns at the

time,,' it is conceivable that there were other considerations

a8 well. In 1967, the Economic Opportunity Act was amended

= to open, the way_for local governments to attain greater con-

trol over the CAP agencies. 4Pbpularly known as the "Green'

amendment", after Congresswoman Edith Green of Oregon who in-

troduced it, lotal officials were given the option to convert

..4
1

i.
'CAAs ito* municipal or county agencies. As it turned out,

. ,.

relatively fed .6C,a1 governments chose to exercise ?his right

according.to Congresswoman Green because the guidelines.

made it difficult fOr them to do so. Nevertheless, it was

of considerable concern to 0E0 which favored the community-

based agency as the-appropriate vehicle, for its efforts.

By transferring Head Start to HEW, there was inderstandable

concern that the ties with the CAP, aqencips might be loosened

and sincel in many communities, Head Start was4the cenfer-
.

,

piece, if not the sole effort of'the community.action agency,

this was viewed with consternation if not alarm-.

A final consideration.may have beer the so 1 ferment

which by 1967 had overeaken 'the nation. The Black movement

r-
q-lad taken a new tack. Mere were calls for Black power', for

O

community Control of local institutions, for e:hnic relevance.
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Very soon Chicano groups were .to organize themselves and

Indians. .1n many ways, these were the natura] constituencies

of OEO, and certainly in local-communities t4y wer , or were

. shortly to become, forces to reckoned with. Although OEO

was frequently antagonistic towards these groups the OEO

offiCiaa philosophy was tasially integrationist and re-

formist; except in 'a few- communities it was not radical at all

except to those people who regard any kind of changet at

5enefiLs the poor and minority groups as radical -- it 's very

possible that part of the,intent of these policy statements

?

was to leave the way open to 4711 with these groups as a way

of reducing the polarization that was then.becoming so evident

in on- society.

As,noted at ,the outset, of thi's discussion, these are con-.

jectures. But they may point the way to fruitful research and

investigation particularly fog those who wish to discover the
_ A

impact of social fc -es on public programs.

To return; however, to the guidelines: Except for the

first section, lanual 6108-1 is doncerned mainly with expli-

4 eating Head .Start policies themselveds. The. manual defines

Hegd Start as "a program economically disadvantaged

pre-school child based on the philosophy that:

.1, a child can benefit most from a compre-
hensive interdisciplinary attack on his
problems at the local level; and

2. the .entire family s well as the com-
munity must be involved in olving his
problems."
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The manual then lists twelve specific goals for Head Start.

Of these, the first four relate to the impxovementtof the

child's health, emotional and social developmept4 cognitive

development, and socio-cultural development. Towards the end

of the listing _owever, three goals havvimPlications for

parent partiCipation. These are:

o Developing in the child and his family
a responpibility towards society and
fostering feelings of _belonging to a'
community.

ojkanning activities which allow groups ,

from every social, ethnic, and economic
C- level in the commun&ty to joirt 'together

with the poor ih sol g problems.

o Helping both the child and his family to
a greater confidence, self-respect, and
dignity.

Although couched in somewhat. different words, these state-

ments essentially -iterate the concepts set forthin.the Cooke

memo two years earlie. At the same time how wer, the manual

includes additional material which.represent significant shifts

in official Head Start policy. In a section on the role of

parents, the manual notes _that: "Every Head Start program

must have effective parent participation."

This section also defines four modes of participation:

1,. Participatiori-in-the process of- making deciAions
about the nature and operation of the prograMi

.
,

2. Participation in the classroom as paid employeek,
volunteers, or observers:'

-3. Welcoming center staffs into their homes for dis-
cussions for the ways in which a parent can con-
tribute to the child's developMent at home;

1-74



4. Educational activities for the parents,which
they have helped to develop.

Items 2, 3, and 4 are drawn directly from the 1965 Cooke

memo. The significant change is the addition of the first

item, the decision-making--r-eae. It not only has been speci-

fically mentioned, it appears at the top of the list. It should

be noted, however, that the manual discusses this role only in

relation to Head Start itself. It does not extend the discussion

to decision-Mbking in other arenas.

Nevertheless, the manual visualized strengthening parental

roles in the program in a variety of ways. recommended a

staffing formula for,parent.involvement and a linked...set of

advisory committees' through which parents would be able to in-
,

fluence the program, at
/
all-levels,* Subsequently, a parent in-

volvement workbook** for staff, called for a parent program

-coordinator at the grantee level, a parent program developer at

the delegate agency level, and parent program assistant at the

center or classroom level, and in connection withthe latter, a

parent committee at the classroom level composed totally of

parents; a parent advisory committee E,tt the center level of which

at least 50 percent were parents; a pOlicy advisory committee

at the delegate agency level of which at least 50 percent

again were parents, and another policy advisory committee at

the grantee level with a similar representation of parents. Signi-

ficantly, the recommendation in the workbook was that at each

*A National, Head Start Advisory Committee was formed in
....July, 1972, by action of the Secretary of DHEW to advise the

Director of Head Start.

**Parent InN-olvement: A workbook of training tips for
Head Start Stafi, 1969, p. 10.
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level, the parents should be. elected tor/their posts.

-The 1967 amendment to the Economic Opportunity Act

appears to have provided the added basis, or mandate, for

further action by Project Head Start personnel. In the

reference to Head Start* as a program to be focused upon

children who have not reached the age of comRulsory school

attendanc, the Act serves "to clarify the intention of

HEW and 0E0 to facilitW,:e the involvement of parents of

Head Start children. . . ."**

The Act states that Head Start "...will provide for

direct participation of the parents of such children in

the deNielopment, conduct and overall program directkon at the

local level."***

\..

*Public Law 90-22, December 23, 1967, Part B, Sec

(I)

**OCD Transmittal Notice, 70.2, August fo,, 1972.

***Public Law/90-22, on. cit;
/'
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The most specific approach to a ,philosophical statement

about parent participation appears in'a revision of the manual

known as Instruction 1-30, Section B-2, dated 8/10/70. In

tbe transmittal mitice of the revision, the following statement

appears:

"If Head Start children are to reach t1 it

full potential, there must be an opportunity.

for Head Start parents to-- influence the

character of programs affecting the develop-

ment of their children. The organizational
structure of every Head Start program must
provide this opportunity by increasing the
effectiveness of parent participation in the

planning and implementation of prOgrams on

the local level'in order that parel.LS may

.also become more effective in bringing about
positive change iii the_livesof their

children." (Transmittal notice,-page 1)_

Once more the major objective for parent participation in

Head Start was.stated as proviaihg an opposrtunity for parents

to influence the program. The assumption is made that only

by.meeting this objective will the child development program

become maximally effective and therefore allow the ultimate g

objective for children (reaching their fullest potential) to

materia;lize. There is also a secondary objective, orie that

relatc to/human development goals forparents themselves.

The implicatibn here is that if the Head Starts promote ef-

fective parent participation, the parents can utilize these

experiences to gain greater personal and interpersonal com-
a

petence. O
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But the major change in this revision is the extent to

which it underscores the, change agent function of the Head

Start program itself: There are three major statements in

this regard.

The first focuses on the importance O\l^maintaining the

developmental gains made by children in Head Start and notes'

that the soundest h',anner for this to take place is for the

child's family to understand the nature of these changes

and to provide continuity for thesdevelopmental changes

within the family and the community./This emphasizes the

notion of transferability and continuity of child development

processes'from the Head Start center to the family and other

. environments that effdL the child.

The second points to change itself as a sound .requisite

for growth:

---"Niany of the benefits of Had Start are rooted
in 'change.' The changes must take place in
the family itself, in the community, and in the
p.ttitudes of people.and institutions that have
an impact on both." (Instruction, page 1),

The third statement is probably the Most crucial of all'

since it provides the most comprehensive rationale for de-

fining parent participation objectives in Head Start:
0

"Successful parental involvement enters- intp
every part.of Head Start, influences other
anti-poverty programs,. helps bring about
changes in institutions in the community, and
Works toward altering the social conditions that
have formed the systems that surround the eco-
nocially disadvantaged child and his family."
(ibid)

O
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It should be noted, however, that these statements appear

either in. the transmittal notice that accompanied the. Instruc-
,

ti6n or in the Introduction'to the Instruction itself. In terms

of the body of the Instruction, the emphasis is exclusively on

the role of parents in the Head start program only."

Still, the changes contained in the Instruction s ow a steady,

progression towards increased parental influence. For - ample,

at the, center level, the committee was to be composed entirely

of parents whose children were currently enrolled at the center.

Further 7e,at each of the higher levels delegate agency and

I- -grantee the elected_ parents were given a veto poWer over the

other 50 per cent, the qommunity representatives who also served

on the Council. Finally, the word advisory was dropped from
%

both the ,,ommittees and the they became policy bodies,

period.

These. were significant changes. and probably reflect a greater

under carding of the prograw at well as pressures both .from within

the bureaucray and from the Head Sta;-t complex itself.* At the

same time, however', one, wonders to,what)ent these guidelines,

or even thote in the manual, have actually been followed. Neither,

for example, contain enforcement-prov'sions.: Head Start grantees

4
were not given a time table'for compliance, nor do there appear

to be penalties,for non-compliance. This suggests that the-guide-

1 lines could be conftrued as suggestions rather than rules, and

* The transmittal notiAL for Instruction 1-30 states: "These
guidelines have been developed in response to the nume266%
requests received dui.ing the past three years from Head "-

Start parents, staff and administr'ators for more sPecific
delineation of tnair functions and responsibilities in local-
programs." (page 1)
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and there is some eviden7 that this in fact may be the case.

A recent study by the SoutheaStern Education, Laboratory, for

example, states:- -"We have the legal provisions, and often, as

in Head Start, vequirements to involve parents in pre-Schoo.i .

programs, butto a great extent this is not happening."

(Southeastern EducatiOnal Laboratory, 1971, page 16)

Charles Mowry, a Head.Start consultant, has.suggestea a

possible reason for this,: parents may not htme been informed

of their rights. It is not unusual for a Head,Start grantee

everi'a CAP agency.-- either by intention or neglect to

withhold information. Interview)

-4 Yet, these caveats not withstanding, several iMpol

prinCiples emerge from this review. Although We couch them
.

in ideal terms, these,princiPleb can be identified as follows.:

1.
v

PVent.ipvolvemen cannot be seen as merely
One isolated componeqt within a Bead Start
program representihg a particular service
which can *be delivered in a more or less
finite fashion, such as health or dental
service.or nutrition. Rather, parent in-
volvement is projected as an overarching aid
potbn-Lally integrating program force wh.,.qh
is larger than any ore component. It re-
presents .more than...,a program specialization;
it is a point of view about hoW the program
should be organized, administered, and how
all other services should be planned and
delivered.

2, Parent ,involvement should culminate in acti-
vities which are connected to and'potentially
can influence and affect other anti-oovetrty
prdgrams in the local community.. Parent in-
volvement, therefore, represents a mevhod of
connecting Head Start to. the community action
network or system so there can be a,coordinated-
attack upon the problems of poverty."'In effect,
parent participation is Head Start's link to a
total community action anti - poverty, program.

*
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3. Parent involvement represehts the key to
meeting Head Start's objective for insti-
tutional change which has" as its pprpose
community action to eliminate poverty.
Institutional :change may be dir9cted towards

a variety of sub-systems such ", public welfare
or education. Head Start as an integral
anti-poverty program must relate to funda-
mental community action program principles
and must be directed towards influencing
and changing those instilutions identified
with either contributing to the perpetuation
of poyekty or attempts` by p )ple to break out_
Of the poverty cycle..

'Although there was a .'c!ady, progression towards .these prin-

ciples from the CoOlce memo of 1965.to'the 1967 Manual,ithe a

revisions that were added in 1970, and particuarly the context 4

for the revisions as.contained in the Transmittal Notice and
-

the Introduction to the Instruction, appear,like a dramatic break-

through.

"Every' Head Start program is obliot,ed ft

vide the channels through which ZparentAl/ par-
ticipation and involvement can be provides 4' for

and enriched.

"Unless this happens, the goals of Head Start:.

will not be achieved and the program itself
will remain a creative.experience for the pre
school child in a settingthat is not reinforced
by needed change in social systems into which
the child will move after thii Head Start experi-

ence.

"This sharing of decisions flr the future is
one of the primary aims of parent participation
and ithroikrement< in project Head Start."
(Instruction, pages 1 and 2)

c

ti

.
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Chapter 1

Rationales for Parent Participation

I P

Introduction

Although the development of Head Start in the context of

the war on poverty tells us a great deal about the forces which

shaped the program, there were other developments during the

same period that are also crucial for an understanding of the

program.

Of particular significance is the extensive research in

the early childhood field which has occurred during the past

decade. Perhaps the most startling finding -- startling in

the combined sense that it was not anticipated, is still not

fully accepted, and is perhaps the most quoted single finding

in the field -- was Bloom's assertion that children by the age

of four reach 50 percent of their intellectual potential.

(Bloom, 1964)

But equally as significant as the findings -- and we shall

have more to say about them later --- is the amount of research

that has been done. In the recent 0E0 publication Day Care:

Resources for Decisions there are 965 bibliographical refer-

ences; of these, only 181 pre-date the year 1960. Roughly

calculated, this means that about 80 percent of the research

in early childhood, or at least the research which the authors

felt was sufficiently significant to include in their biblio-

graphies, was accomplished during the last decade. (Grotberg,

1970)
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The scope of the research is equally impressive. Again

using Dr. Grotberg's compendium, and applying the same measure

as above, the following summary is a rough indication of what

has been going on in the field.

Subject

Part I - Orientation to Day Care

International Day Care:. A Selective
Review and Psychoanalytic Critique

Day Care Programs in Demark and

Czechoslovakia

Child Care Facilities and the
Israeli Experiment

The Need for Diversity in American
Day Care

Day Care in America

3

Number of
Bibliographical References

56

5

11

72

Part II - Programs for Children

Overview of Development and Day Care 20

Social and Emotional Development of
Young Children 103

Cognitive Development and Programs
for Day Care 51

Language Development in Day Care
Programs 13

Stimulation, Learning and' Motivation
Principles for Day Care Programs 145
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Part III - Adult Involvement

Adult-Child Interaction and Personalized

Day Care
85

Parent Involvement in Early Education
119

Parent-Training Programs and Corntinany\

Involvement in Day Care
1

Part IV - Program Supports

Health Support in Day Care
57

Malnutrition and Early Development 127

Social Work and Supplementary Services 58

Staff Selection and Training
32

Delivery Systems

Part V - Evaluation of Day Care Centers 10

As to the significance of the research, that is another

Metter. Research is a very difficult undertaking, and re-

searching complex problems with multiple variables and numerous

inter-related levels is exceptionally difficult. Furthermore,

translating research into policy for large-scale social actin

programs is, as Dr. Edward Zigler, the former director of the.

Office of Child Development and a highly-regarded researcher

himself, has pointed out, not only difficult but treacherous.

In his keynote address at the 1970 Annual Meeting of the Day

Care and Child Development Council of America, he said:

An alarming new development on the scene is the

readiness of many investigators to make social

action recommendations. There is nothing wrong

with a good investigator clearly presenting his

position and telling society which way it ought
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to go, providing he is clear in saying that this
is what he believes; but it is different to dress

up social action recommendations around research
findings from some particular studies on parti-
cular little bits of research and irom that build
some kind of social action program or suggested
social action program.

Elsewhere in the same speech, he noted:

...I did not come here to denigrate research

people. I am convinced, however, that our ability
to help children cannot out-distance our knowledge

of them. On the current scene, there are many
theories, hypotheses, as well as blatant prejudices,
but very little in the way of totally firmed-up

information that will lead us unerringly along
some social action path. We still have to use our
own judgment and play our best hunches. We must
therefore develop enough professional and personal
integrity so that we are not unduly influenced by

every passing thought that has the good fortune
to be published.

One possible implication of what Dr. Zigler is saying is that

despite his strictures the exact opposite may actually be

taking place. Like Dr. Zigler, we are not denigrating research.

We are interested here, rather, in the nature of the research

and what can be learned from it about parent participation in

Head Start. In this regard the following statements can be

made without equivocation. Most of the research has been done

by experts in the field of early childhood development, mainly

it would seem by psychologists. While there is nothing inherently

wrong with this, it has nevertheless tended to skew the nature

of the work. Although the particular problems, the researchers

have chosen to investigate are almost too various to enumerate

or catalog, it is clear that their chief interest has been in

the parent as learner or as teacher of his or her own children.

11-4
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There has been virtually no investigation of the role of

parents as decision-makers and what effects this may have

had on their children. In fact the present study, which in-

cluded field research as well as literature review, appears

to be the first which has atteml_ed the latter task, and as

we have noted elsewhere, we are well aware of its limitations.

In this part of our report, we review the available litera-

ture on Head Start and other early childhood programs both to

document the available knowledge and information on parent

participation as well as to draw attention to the weight which

has been given to the parent as learner as opposed to the parent

as decision-maker.

a. Orientations

In Table I, the rationales for parent participation are

divided into two main groups. The first two columns show

those orientations which are aimed at overcoming the effects of

deprivation by treatment of individuals who have been seen

as deprived. This would consist of providing input to enable

the person to reach a standard of health or educational achieve-

ment Whi,a has not been met because of the circumstances in his

life. The second orientation recognizes the above, but focuses

on the need to modify institutions or the social system in such

.a way that either standards or life circumstances change. The

individual then is no longer "victimized" and is able to influ-

ence the system and achieve whatever new standards he conceives

as being necessary.
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As can be seen, much as in the Grotberg compenduim, the

greatest amount of interest by far has been in the deprivation

or individual deficit model.

Individual Treatment

(1) Parent as Learner

Head Start

A major social rationale is that for whatever set of reasons,

Head Start parents require information, assistance and support

in improving the quality of home life. This assumption is em-

bodied in the official documents of Head Start. A report re-

leased by the Office of Child Development reports that in 1968,

one-fifth of Head Start centers averaged one or more monthly

contacts with parents for educational or vocational counseling.

About 64% in full year and 31% in summer reported that adult

educational programs were available in the community and were

utilized. About 41% to 52% also reported the availability and

utilization of work experience and training programs; 32%-49%

of the full year centers and 19%-29% of the summer centers re-

ported that community work in training programs, job retraining

programs and employment agencies were available and utilized.

This was based on a 5% sample of full year Head Starts and 1%

sample of summer Head Starts in that year. (OCD, 1970, page 28)

The Head Start Newsletters in the same year(1968) published

a series of articles devoted to parent participation. The

September article was entitled "A Parent Participation Issue"

and contained in an editorial by Bessie Draper the following
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quotation: "Unless the home environment is changed, no lasting

benefit can result. The initiative for changing the home en-

vironment must come from the parents...but the Head Start

program must supply the incentive, the direction, and encourage-

ment." (Head Start, 1968, page 1) In that same issue was a

series of suggestions for parent participatiorMly Draper; with

the cardinal rule stated as: "Find out what parents want to

know and/or do and when, then arrange to do it at times con-

venient for the majority of the parents." page 3) The

August Newsletter includes "A bill of rights and responsibilities

for parents" which includes the notion of improving oneself as

a parent.

Although these form an official picture as of 1968, the

current statement of Head Start poliCy (1970) states a contin-

uation of this view: "Head Start provides for the involvement

of the chiles parent and other members of the family by giving

them many opportunities for a richer appreciation of the young

child's needs and how to satisfy them..." Embedded in these

documents is the view that parents need help in such areas as

literacy training, managing budgets, awareness of nutrition,

learning such skills as sewing, but that parents as learners

must have a fundamental role in determining what it is they

desire to learn. This respects the dignity and integrity of

parents and indicates that even though parents are seen as

learners, the Head Start materials assume that learners are
0

also decision-makers in the sense that they have a right to

select what it is they wish to learn.
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When we turn to local studies that reflect the view of

parent as learner, a Chicago study indicated that parent in-

volvement was a major goal. (Mouat, 1969, Wille, 1970) Parents

were invited to talk with center staff, were recruited door to

door and were questioned about what it was they wanted. This

project, using mobile classroom centers in Chicago's west

side, developed programs which were teacher directed and

structured, but based upon parent input. Parents were required

to attend a half-day a week and not only had informal dis-

cussions of their problemsJ3ut also access to a special unit

with a washer, dryer, sewing machine, and playpens, staffed

by a home economics teacher. Parents were seen as learners

with needs for service and information..

Based upon the idea that one of the problems faced by

many homes is a lack of books rather than a lack of interest

in books, the Queensboro Public Library program developed a

library approach of making materials and information available

rather than providing direct instruction. (Bennett, 1966;

Roberts, 1966) Pamphlets were distributed on relevant weekly

topics for participants to keep, reading matter was suggested,

films were used. Parents indicated that they preferred verbal

presentation by library staff or outside experts, followed by

questions from the audience. Examples of topics were: family

budgets, credit, health, children's emotions, sibling rivalry,

equal rights, music appreciation, home repairs and sewing.



These two programs, Chicago and Queens, reflect many local

programs in which the materials may or may not relate to child

rearing or teaching one's child, but are chosen by the parents

to fulfill some information or skill need. One may assume that

if a person manages the family budget, this will have an impact

on the child, or if nutrition is improved this will certainly

effect the child's health; but, the target is parent need as

defined by parent rather than child need as defined by either

expert or parent.

Non-Head Start

Chilman's (1966) review of poverty cites a number of pos-

sible solutions. Although the issue of cultural diversity is

discussed, the conclusion is that the poverty culture or lower

class culture works to the disadvantage of its members and

should, therefore, be changed. Included among specific stra-

tegies for change are parent counseling, parent education

and social services. (See earlier discussion, pages I 7-8)

Nedler and Sebera(1971) developed a program for working

with Spanish-speaking children on the assumption that these

children are at a disadvantage when they enter school. Here

the ultimate target was clearly the child, but the intermediate

gain was to influence the parent by raising the intellectual

performance of the children through an indirect approach de-

signed to effect the behavior of the parent. The program

provided parental instruction through planned meetings of

topical interest, i.e., story-telling techniques, nutrition,

mental health, child care, hygiene, legal aid and the importance

1.1-9



of school attendance. All program personnel were bilingual.

Their results did not lead them to support their indirect

parent group meeting approach. They concluded: "To make the

Parental Involvement Program more effective in aiding in the

development of the educationally disadvantaged child, it will

be necessary to orient the program to education of the parent

in techniques of stimulating the intellectual and social de-

velopment of their children." ( ibid, page 266) They further

indicated that the problem rests in language not total intellec-

tual difficulty. They did not measure the parents, but'drew their

conclusions from measures of child performance.

As part of a general review for the Department of Health,

Education and Welfare of child care practices, Rtiopp (1971) re-

ported on a number of day care programs. Most of these did not

function on the basis of the concept of parent as learner; but

he indicated that the Greeley Parent and Child Center involves

parents in governance of program,"serves as an educational

facility during the evening for programs pertaining to child

growth and development, consumer education, and a wide variety

of other educational subjects of interest to the parents thus

further involving the parents in their own educational program

as well as their children's ...(AIMS College has participated

in providing these educational programs. Under its guidelines

when six or more community residents want a course, AIMS will

find and fund someone to teach it)". (Ruopp, 1971a, page 11)
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(2) Parent as Teacher

Head Start

The overwhelming number of reports of Head Start parent

involvement emphasize the role of the parent as teacher. The

Head-Start Newsletters (1968) emphasize this role in its list

of parent responsibilities. The new Head Start policy guide-

lines state: "H.E.W. requires that each grantee make home

visits as part of its program when parents permit such visits

Head Start staff should develop activities to be used at home

by other family members that will reinforce and support the

child's total Head Start experience...every effort must be made

to explain the advantages of visits to parents." (Head Start,

1970, page 9)

In general, the rationale for programs rests on the fol-

lowing assumptions:

o Head Start parents lack certain skills which

are useful in effecting the achievement of

their children and their children reflect the

lack of high parent expectations for them.

o The language style of the home does not provide

the child with the type of language skills that

are useful in school achievement.

o The homes are faced with numerous problems which

because of poverty are difficult to solve and,

therefore, children do not receive the care and

attention parents may wish to provide.



What may be assumed is that programs which aim at teaching

the mother or parent or other family members ways in which they

can work effectively with their children indicate that parents

are able, and wish to learn those types of information which

have been found to be useful in providing children with the

best basis for succeeding in schools as they are now constituted.

The aim, then, is to provide to homes, as complementary to

activities provided for children in centers, the kinds of materials,

tools, attitudes, skills'which have been found or which are as-

sumed to relate to scholastic achievement, achievement motivation

and high self-esteem.

As indicated throughout, the premises on which such pro-

grams are based are almost classic statements of the cultural

deprivation thesis.

The programs listed below share the following views about

Head Start parents:

o Mothers(parents1 can be trained in either
individual or group settings so.that language
patterns in the home will be influenced.
(Swift, 1968, Adkins, 1971)

o Expectations for child success will be raised
(Adkins, 1971, Gordon, 1969, Kowatrukal, 1970,
McCarthy, 1968, Harvey, 1968, Jacobs, Pierce-
Jones, 1969)

o Mqthers can learn specific ways to teach a child.
(Juniper Gardens, 1968, Miller, 1968, Stern and
Kitano, 1968, Swift, 1968, Adkins, 1971, Gordon,
1969, Boger, 1969)

II-12



o Training should be designed so that parents
increase their feelings of potency, over what
happens to their children. (Gordon, 1969,

.... Adkins, 1971, Stern and Kitano, 1968, Swift,
1968, Scheinfeld, 1969)

o Modeling in the center is an effective tool
for influencing the behavior of parents,
and therefore, attendance or participation at

the center or school is a necessary ingredient.
(Roupp, 1971, Juniper Gardens, 1968, Swift,
1968, Miller, 1968)

The studies reported above were located in a wide geographical

area throughout the United States.

Non-Head Start

Of special interest here is the current position taken

by some of the innovators. (Nimnicht,'1971, Weikart, 1971,

Levenstein, 1971, Gordon, 1971) They all now indicate that

teaching-learning is a two -way street; parents have many

things to teach professionals and professionals, while they

have many things to teach parents, have much to learn. There

has been a movement in their programs not only toward parent

involvement in the sense of Policy Advisory Committees, but

in the individual face-to-face contact between teacher and

parent. For example, Weikart states that there needs to be

a shift of emphasis of the teacher's role to that of helping

the mother recognize and state the goals she has for her child,

and to help her develop the skills necessary for her to support

the development of her child toward those goals. Nimnicht

talks of the concept of the ability of parent or family to at-
e

tend to a'child and suggests that treatment should be to improve

the parents' ability to attend by correcting the causes of poor

11-13



attendance. These causes may lie in the income, housing,

health or other domain and may only be partly treated by

helping a parent master teaching skills. Gordon and Garber

in their Head Start Planned Variation Program stress that

the parent educator is to actively solicit ideas, suggestions,

information from the parent about activities both for

herself as well as for the child. Levenstein (1971)

indicates that the parents in her program informally

contribute ideas and information to the teachers rather

than through organized group channels.

These programs, despite a slight shift in emphasis,

still see a main focus of parent involvement to be parent

education in child rearing and teaching roles. As Gray

(1971) indicates, the DARCEE program not only attempts

this but spills over in terms of helping parents plan to

organize life, budget income, provide more nutritive meals

and overcome the feeling of powerlessness over themselves.

Gordon's preschool programs have emphasized providing parents

with ideas for engaging their children in playful learning

.

activities, with the notion that, as parents see they are

having an effect on the child's learning, this will increase

the parents' sense of powerfulness and self-esteem, which

may in turn lead to their exercising these feelings in

other domains such as jobs and housing.

Chilman (1968) pointed out that many of the intervention

programs were created by developmental psychologists,

concerned with parenting and riot the parent. However, there

11-14



is recognition that the family is a transactional

institution in which all members influence each other.

McDavid's review of intervention work led him to conclude

that "there is mounting evidence that the relative degree

of success of various kinds of programs, especially with

respect to the durability of their impact on the child over

an extended period of time, is dependent upon the factor of

home involvement, and-modification of the developmental

milieu of the child through intervention in the home."

(McDavid, 1969, page 32) Bronfenbrenner best states the case:

"Any appreciable enduring improvement in the child's

development can be effected only through an appreciable

enduring change in the behavior of the persons intimately

associated with the child on a day-to-day basis."

(Bronfenbrenner, 1970,hpage 58)

Summary.

Parent participation in the learner role has been

treated in two fashions:

1. Parents as learner with the program being
influenced by parents' desires, and with.the
curriculum not necessarily related to the edu-
cation or child rearing of the child.

2. Parents as teacher, or to put it another way,
as learner of skills, attitudes, techniques, so
that they can enhance the direct influence which
the family already has on the child, in ways that
are assumed to relate to school and work success.

Although rooted in change, the programs emphasize

changes that should take place in parents themselves,

particularly mothers, so they can influence both themselves

11,15



and their children. While some investigators feel that

these individual changes may spill over and effect other

areas, housing, for example, or employment, these are

viewed largely as secondary effects.

Social Change

The second major rationale for parent involvement moves

past the parent as an individual and past the concept that

change should come about solely within the family. The

emphasis here is on legal rights of parents; the

responsibilities, and contributions that parents can make

not only in influencing the growth of their own children

but also in their participation as it effects the growth of

all children. As we shall see, there are very few studies

or even anecdotal material to report in this area. While

policy statements from both within as well as outside of

Head Start have stressed the importance of this rationale,

the available data points to one of two conclusions. The

social change focus is (a) mainly rhetorical; that is, it

is.stressed verbally but not acted out in practice; or (b)

investigators have not viewed it as of sufficient

importance to report on or study.

(1) A Matter of Rights

Head Start

As noted elsewhere in this report, there were three

crucial shifts in Head Start policy with regard to parent

participation.In its initial stages, emphasis fell on the

parent as learner. Later a decision-making role within the



Head Start program was articulated. Still later, these

first two roles were maintained, but there was a suggestion, at

least of a shift to a community action or social change

focus. From the "rights" point of view, the 1970 Policy

Statement is abundantly clear. It not only changed the name

of the Policy Advisory Committee to Policy Counsil it also

stated that, "every Head Start program must have bffective

parent participation." It then goes on to spell out the

formal structure of the Policy Committee and some of the

functions it might perform. As the Manual notes, these are

minimum functions; if a Policy Council is able to negotiate

additional functions, this is permitted. The listed

functions include approval or.disapproval of:

o Goals

o Location of centers

o Plans to use available community resources

o Plans for recruitment of children

o The composition of the policy group and the
method for setting it up (within HEW guidelines)

o What services should be provided to Head Start
fron the Delegate Agency

o Head Start personnel policies

o Hiring and firing Head Start's Director of
Delegate Agency and staff

o Requests for funds and proposed work programs

o Major changes in the budget

o Information needed for pre-review to Policy
Council
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In addition, there are two "must be consulted" items:

o Identifying child development needs in the area
to be served

o Ensuring that standards for acquiring space,
equipment, and supplies are met

Although withholding or granting of approval is a powerful

role, it may be exercised without the involvement of a

considerable number of parents and may become a paper act.

Furthermore, it is important for evaluation in this area

to know the extent to which parents actually fulfill or

are permitted to fulfill the functions assigned in the

Policy Manual. A second major consideration is the extent

to which parents are aware of the Policy Manual and cf the

functions in it. On all of these scores, data are non-

existent.

Non-Head Start

AFRAM Associates, an organization formed in 1969 to

promote parent involvement, has developed a series of what

are called "action stimulators." Action Stimulator #34 --

parents as teachers--refers to a list of parent rights in

respect to school. Although this list was prepared in

reference to the New York City school system, it is

applicable to the rationale concerning parents' legal rights.

The major ideas are that:

o All parents have a non-negotiable right to
advocate on behalf of the rights of their
children...parental participation in the
educational process is a necessity not just a
supplement to that which occurs within the
school.
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o Parents know how to perform teaching activities,

and the "teacher behaviors" list simply serves

to remind them of what they are or should b.

doing.

In general, the list seems to go beyond the notion, vital to

Head Start, that parents and professionals work together in

a partnership arrangement to develop and carry out programs

and represents a stronger position on parent control than

is being advocated by Head Start.

West (1967) indicates that parent involvement is a

matter of democratic right. The home is seen as a valuable

resource to the school: a source of goals and insights

that usual methods do not reach. He states that parents

should have a role in setting additional goals and

objectives, b much more deeply involved in assisting the

learning process and be directly involved in evaluation the

outcome of education.

(2) Institutional Change

Head Start

The AFRAM document suggests that parents already know

that they need to know, and that what is now required are the

vehicles for enabling parents to exercise their power.

AFRAM is strongly committed to the role of parent as

decision-maker and changer of institutions. The Head Start

position (Newsletters of 1968), thelHead Start Policy

Statement of 1970, as well as the MIDCO orientation kit

(1971), would suggest that parent participation in

decision-making is a process of learning for all members of
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the policy group, parents and professionals alike.

Decision-making is not taken from professionals and given

to parents but is a shared responsibility.

The articles by Harm (1968) in the Head Start

Newsletters on "How to Encourage and Use Parents on

Advisory Bodies" takes the position that Head Start staff

and community leaders can learn from parents and that

members need orientation and training as well as

experience. PAC meetings need to be arranged for the

convenience of parents and solid guidelines need to be

developed around decision making. "The group should be

given a clear understanding of the kinds of situations in

which the decisions of the Policy Advisory Council are

final, those in which there must be consensus between the

PAC and administering organization, and those in which the

PAC's views are purely advisory." (Harm, 1968, page 2)

The latest Policy Manual from OCD does just that.

The Florida Head Start Planned Variation program

combines the activities of parent as teacher of child with

parent as decision-maker. This program stresses the vital

role of the Policy Council in participating in all phases

of the program but also adopts the view that the

development of a strong Policy ,Council is a learning

process rather than an instant.. change. The Policy Council

is seen as a partnership arrangement of shared decision

making rather than a movement to complete parent control.
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Wille (1970) and Mouat (1969) in discussing the Chicago

mobile classroom center, indicate that the parent advisory

group meets twice a month and serves as a vital organization

in the development of parent program, in setting up an

emergency parent borrowing fund, and in learning a variety

of parent activities. This is the normal use of such

councils.

Nimnicht's Planned Variation program (1970)

encourages parent participation in administrative decision-

making as well as in the classroom. His program now

includes a training program to help improve parent

effectiveness in decision making. He indicates that

representative groups of parents must approve the program

before it is introduced into the community, and that parents

have a right to review the decision after observing it in

action. The same caveat holds for the Florida Planned

Variation program.

In recognition that many groups stepping into new

roles needs training and orientation, MIDCO prepared an

orientation kit for the parent section of the Head Start

Manual (1971). The kit is a training program to be used by

local groups in the clarification of the policy manual.

The kit stresses that parents should participate so that

their children see them as potent. The kit, together with

the policy manual, perform the task that Harm set out in

the 1968 Newsletter, by providing parents with orientation



and information about the program and about the rules of

the game.

Non-Head Start

Manning's project in New York City (1971) was

dev4oped by the Center for Urban Education to "improve the

scope and quality of citizen involvement in urban

educational decision making practices. The underlying

philosophy of this program is based on the belief that

parents can and should take a more active role in their
SO

child's education, both at home and in relation to the

school. The Parent Participation Workshop Program is unique

in several respects:

1. It provides parents with specific knowledge.

2. Seeks to expand the concept of education.

3. Defines the role of the home and the parent in
educative process.

By training parents to train other parents, the Parent

Participation Workshop Program not only produces a core of

potential leaders but increases the likelihood that the

program will be responsive to 'the need of the participants.

This program (not yet available for dissemination) was

aimed at low income Black and Puerto Rican parents of

inner-city children in the New York City public schools. It

is not clear from the description available that it will go

further than the MIDCO kit in getting into the problems of

group process which confront a parent seeking to participate.
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In a panel program chaired by Shapiro (1967), Watkins

stated that faculty, local school personnel and neighborhood

residents should form planning boards empowered to select

school personnel, and to propose and implement innovations.

He said that low income communities can explain the

demographic characteristics of poverty areas to teacher

trainees, involve them in area activities and offer them

direct personal experiences. He urged that school systems

guarantee parent/community involvement in decision-making

before teachers are placed in schools. To some degree,

this concept has been implemented in new approaches to

teacher education and particularly in the Teacher Corps

program sponsored jointly by the University of Florida and

Duval County schools. Despite all these effdts the issue

still remains: How are ultimate decisions arriva0 at and

where does power really lie?

Ruopp (1971), describing the Greeley Day Care Center,

states that the significance of parent control at Greeley

is great. Most of the parents indicated that they have

never before been involved in an organization in which they

themselves can hold key positions. They have fdrmed their

own corporation and are in a position to make decisions

about what happens to their children and to themSelves.

The sense of ownership from actually constituting the

governing board, being involved in the negotiation for

mortgages and the purchase of the property on a mortgaged bagis,
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and the control of hiring and other policy issues have

reportedly had a large impact on the parents. The parent

child center is under the governance of the Colorado

Migrant Council which itself has established a pattern of

local community involvement. The Advisory Board is

described as representing more parent control than that

embodied in the Head Start guidelines, and indicates that

rather than confrontation the program is actually a

partnership arrangement of parents and staff.

In a position paper Cohen (1969) indicates that he

does not accept the cultural deprivation theory for failure

to learn and feels that low income children suffer in the

school because the curriculum is irrelevant and the pedagogy

ineffective. He takes the position that local control of

schools can make a difference in school achievement because

it can lead to more relevant curriculum and more effective

instruction without necessarily coming to grips with all

of the other social issues.

(3) Ethnic/Cultural Relevance

Head Start

The Head Start program has been concerned with the fact

that in our society a disproportionate number of members of

ethnic minorities fall into the poverty category. Since

Head Start was intended to reach these populations, a

natural outcome has been the desire to involve parents in

programs, as a means of insuring that their ethnicity is



respected and that their children will be able to develop a

strong sense 'of dignity and pride in their ethnic heritage.

Ruopp (1971, page 131 described one program that defined

itself as "a small UN." Parents felt that a major outcome

of parent involvement was the respect gained for and the

loss of fear of people from other races. Center activities

"provide direct learning about other races and cultures that

dispels old prejudices." AFRAM (1970, page 2) lists as a

teaching behavior possels9d 101 parents "teach my child about

white institutional racism and its consequences...teach my

child to respect himself."

A position paper prepared by the Black Child

Development Institute on optimum conditions for minority

involvement in quality child development programming states:

"Where children of minority group extraction are involved,

there must be provision for curriculum components which

address the unique features of the relevant ethnic and/or

history, culture and community life styles, as defined by

the specific ethnic or racial groups involved in individual

projects." (BCDI, 1971, page 19) Under no circumstances

should parents be required directly or indirectly to

relinquish control over their children to institutions.

Parent participation in the making of policy is non-

negotiable and parents should make up no less than 51% .of

the policy making board. The training of parents so that

they perform the policy making function should be
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considered an item for which Federal funds can be

requested.

Hess (1971) discussed this issue in detail and

describes without identifying them, programs developed by

Black and Chicano groups in which parents are on governing

boards and work in the schools as teachers. In one instance,

the aim of the school was to develop a strong ethnic

identity in the children.

Summary

If there is a significant hole in the Head Start

research and evaluation literature it is in the area of the

social change rational. The only large scale study that

had hard data was the Kirschner report (1970) prepared for

the Office of Child Development. The writers studied the

relationship of parent participation of Head Start centers

to Head Start's role in the institution. Through question-

naires, they differentiated those centers labelled high

parent participation from those which were low participation

centers. They concluded "there does seem to be a

relatiohship between the degree of parental participation

in Head Start center and the extent of the center's

involvement in the institutional change process." (page 119)

They further pointed out: "high parent participation centers

served as authorizers and executors of change significantly

more often than low parent participaiton centers...not only

did its degree of parent participation make a difference in



the Head Start Center's level of involvement in change,

but also in the quality of involvement or the function it

performed within the change process...High participation

centers were more often mentioned as serving through

organizational means to create a background conducive to

change (in 50% of the cases compared with only 12% for the

lows). The researchers indicated that the most effective

method used by Head Start to influence change was

overwhelmingly by direct action followed by, in the case of

high parent partibipation, influence on private persons and

groups, then influence on other organizations. (page 224)

It should be noted that this study is concerned with how

involvement in Head Start influenced change in agencies other than

Head Start i.e. medical, social services, and other

community activities.

There is no study of how parent participation in

decision making in Head Start changed Head Start programs or

the ways in which parents played their decision making role

in the establishment of Head Start programs. Lacking is

solid case material showing the development of the program

over the course of the years in which the program's biography

was written, and thus the insights into the change process.

Needed therefore is not a rationale, but the means for

measuring the application of the rationale.

Unstated, but a reality in the operation of Policy

Councils,is the need for skill training in the organization

and conduct of meetings. Too formal presentation, i.e.,
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Robert's Rules of Order, keeping of minutes, boundaries

on discussion, can all prove stumbling blocks to the

involvement of parents in decision making. Professionals

may often dominate meetings because they know these skills

and have formed a "hidden curriculum" for them. Nowhere

in the documents from which this rationale is extracted, is

this issue discussed.

summary the role of parents as decision makers

and in affecting social change has been proclaimed widely

both within and without the Head Start program.

Proclamations, however, do not necessarily mean fulfillment

of function. Only one study (Kirschner, 1970) evaluated

the role of parents as decision makers; the other references

deal with program descriptions or recommendations. If we

are serious about parents as decision makers, then this

must be evaluated far more carefully than it has been and

must become a basic part of any long range Head Start or

Head Start related implementation and evaluation effort.
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Chapter 2

The Engineering Framework: Psycho-Educational Intervention

Introduction

Most of the intervention strategies used in Head Start

or Head Start type programs can best be described as psycho-

educational in nature. These strategies usually rest on one

or the other if the rationales discribed in the previous

chapter and thus provide an engineering framework as to how

the program is to implement the social aim. As will become

evident once again, the foal of the various programs is largely

to change individuals or families rather than the larger

social context that effects their lives,

Table II presents differing viewpoints on psycho-

educational rationales and program descriptions for parent

involvement programs as follows:

o Programs which have either a stated or implicit
assumption that the reason for parent involve-
ment and parent education is based on some hope
for a gain in children by providing parents with
teaching skills.

o Explicit utilization of an operant theory of
learning.

o Explicit use of psychoanalytic or affective
theory.

o Programs which combine both treatment and
decision making foci.

o Prpgrams aimed directly at parents! eeds, and
only indirectly at how meeting these might
influence the parent-child relationship or child

development.

o -Programs dealing only with parent participation.
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Among the techniques used by the programs are behavior

modification, efforts to build ego so the parent

experiences himself as powerful; simple access to materials

which will help improve life-style; the need to change

environment; and the role of general parent participation

as beneficial to children. Both group and home visit

programs are described in terms of methods and results.

a. Group meetings

Head-Start

An examination of the thesis that parents should be

learners either for themselves of for their children, yields

seven concepts concerning implementation. The first of

these deals with parents needing specific training to

improve or change home teaching patterns. The following

programs utilized parent group meetings.

Stern, Kitano et al (1968) established four treatment

groups. In the first the teacher gave materials to the

parents for use at home while she used the same materials

in her classroom. The second was classroom only. The third

was for hbme use only, and a fourth was a control group.

The investigators studied whether parents provided with such

materials and techniques would become more effective teachers

of their own children, and if seeing themselves as

effective would feel less alientated and powerless in

relation to the larger community. The materials used were

developed at UCLA and consisted of picture story books and
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program booklets to teach. color, shape and size.

A program was conducted from 1967-1970 at the

University of Hawaii (Adkins, 19711. Various models of

parent meetings were used, beginning with training parents

to help supervise classroom activities then shifting to

teaching parents to work with their own children. Staff

teams met with parents using role playing and concrete

reinforcers (refreshments, certificates). In 1968-1969,

there were informal group discussions and the use of the

Hawaiian language for preschool program. ClasSes focused

on general child development. In 1969-1970, home interviews

were used. A continuing problem was attendance even with

the use of concrete reinforcers. The group meeting approach

did not seem to be as effective as the home interview

approach, and the informal efforts seemed more acceptable

than formal ones. The major orientation seemed to be

around language development and motivation.

Boger (1969) worked with 72 rural white disadvantaged

and advantaged children and established three groups: one

on developmental language, the second on structured

language and the third a placebo workshop. Mothers met in

12 weekly two hour instructional sessions. The effort

was to improve the quality of mother/child interaction and

mother story telling ability.

Swift's (1968) approach as basically concerned with

language. The rationale was that the lower class mother
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needs specific activities designed to increase her

confidence and her ability to effect growth and learning of

her child. Parents attended sessions with their children,

and an attempt was made to involve them in reading and

story telling and to increase the quantity and quality of the

mothers' verbalizations and encouragement to their children

to varbalize.

All four of these group approaches used a professional

teacher and focused heavily on language, using specific

materials that had been teacher or university developed.

Non-Head Start

Programs of parent education based upon the rationales

described in Table I are not unique to the United States.

Ortar (1971) used a group situation to attempt to

influence the verbal. behavior or lower class mothers in

Israel. One group was taught collectively for a short

period of time about the importance of mother-verbal

behavior, were coached on the production of "good'sentences"

and were given booklets and pamphlets. A second group was

given this training followed by a single home visit from

the field worker who demonstrated the techniqVes with the

child. A follow up study a year later indicated that half

the mothers remembered the principles and that those who

had received the home visit were superior to those who had

been exposed only to the group situation. What is unusual

about this study is the small amount of training time



involved, and the follow up a year later. One implication

from Ortar might be 'that it is not that some mothers lack

skill but may lack awareness of skill.

The work done at various places throughout the United

States would certainly support the idea of tremendous

diversity among what naively might be considered a homo-

genious population. There are within the so-called

disadvantaged group many mothers whose attitudes and

behaviors are no different from so-called advantaged

mothers (and vice versa), and many mothers who need

minimal input and encouragement simply to see that their

role of parent as teacher is important. A fundamental

research design or an evaluation tool needs to be the

utilization of subject x treatment rather than the gross

notion of experimental group versus control.

b. Home Visits

Head Start

The DARCEE program begun in 1965 has been reported in

a variety of places. Of interest here was that a group

considered maximum impact involved both mother and child.

The mother came to school and trained one day.a week, and

was also visited at home by a teacher. The child attended

the center five days a week. A second group had only the

child participation. The third group had only home

visitation. The fourth was control. The DARCEE effort has

probably been the longest programmatic effort for nursery
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aged children with_ one of the largest sized populations.

In the early stages only profeSsionals were used as home

visitors; currently para-professionals are being used.

The Head Start supported research was a nursery school

program with the rationale that as the mother learned ways

to improve her competence with her children and as a

homemaker, this would lead to changes in her life style as

well as in her relationships with her children and would

be reflected in the ability of other members of the

family (Miller, 1969).

McCarthy (1969) had a program for four year olds in

Terre Haute, Indiana in which a group with no parental

involvement was compared to a group in which parents

participated in general meetings. A third group used

home visiting. The effort was to change parent attitudes

and improve the language and intellectual functioning

of children.

She found that parents were concerned and were willing to

cooperate with school personnel. (A detailed description

of the program is not available at this time)

Gordon (1969) and Gordon and Garber (1971), utilized

the home visiting techniques which had been developed in

preschool and Follow Through studies as one of the head

Start Planned Variation Models in four communities. The

home visitor is a paraprofessional who spends half her time

working in the center and half iting homes on a regular
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once a week schedule carrying out materials which have been

designed locally to complement and supplement the center's

work. The basic theoretical position behind the home visit

materials was initially Piagetian. As the program has

evolved, more and more effort was made to involve the

parents themselves, in stating the types of materials they

wish, and encouraging them to make suggestions for specific

activities. Emphasis is shifting in this program from the

design of the curriculum to more concern with the process

of instruction. A list of desireable teaching b(haviors

emphasizing inquiry, 4nquage and thought, as well as the

considered use of praise have been developed.

All these attempts convey one common idea to parents,

that is, that parents are legitimate teachers of their

children, and that parents can be effective in those areas

which relate to academic achievement. This represents a

fundamental shift from the view that parents are "only"

child bearers or child rearers and that child rearing is

separate from education. The concept of home visiting is

easily generalizable, and these studies, combined with the

ones which follow, provide a firm basis for decision making

on the part of communities wishing to develop such efforts.

Non -Head Start

Gordon and his associates (1967, 1969a,b,c, 1971, 1972)

in a series of 'studies commencing in 1966 with families of

three month old infants developed a program utilizing
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paraprofessionals as home visitors on a once a week basis.

The program consists of;

o Some visits only for children up to age two

o Combination of home visits and small home learning
center activities for two to three year olds.

o Combination nursery-day care and home visit
program for threes to school age.

In all of these, a central concept has been that.the

paraprofessional can become a skilled decision -maker

determining together with the mother, what particular

activities from a set of activities are applicable at the

moment. The effort it to keep the materials in a "play or

game" framework, to make them culturally relevant by involv-

ing the parent educators in the design and testing of

materials, and by eliciting from the parents their reactions

and suggestions. There were no comprehensive services in

the research programs and only in the latest infant

project (Gordon and Jester, 1972) were medical

xaminations and medical services available. A common

delivery system with considerable flexibility for community

and individual modification rather than a common program

for all, appeared to be useful. Assuming that parents need

specific training, the selection of trainer, training

materials, and training processess must be related to the

individual and cultural characteristics of the parents.

Levenstein's approach (1970) utilized a professional

worker as home visitor who brought toys or books into the
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home and played with the child in such fashion that she

acted as a model for the mother of low income preschoolers.

Levenstein's goals

utilizing the toys

such interaction.

were primarily verbal interaction,

and books as devices for stimulating

The kindergarten program (Radin, 1969) utilized bi-weekly

home visits by a counselor in which the counselor planned

activities to enable the mother to see herself as a

resource person. hs in the case of the Florida program, the

emphasis is on materials in the home rather than the

introduction of packaged materials.

Conant (1971) utilizing some of the ideas developed

in earlier projects, sent paraprofessional tutors out to

work with mothers of infants to increase the amount of

involvement of mothers and to influence their feelings.

The tutors received intensive training in child developement,

patterns of child rearing, teaching parents to teach, and

the activities and materials that enhance cognitive

development as well as some reinforcement techniques and

information about agencies in the community. Essentially

the same preservice procedures can be found in the DARCEE,

Ypsilanti and Florida efforts.

Summary

Several ideas emerge as critical variables from the

group and home visit .studies.

o The home visit programs are more successful than
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the group programs alone, although some home

visits also combined group activities about what

to do. The mixture of techniques and especially
their adaptation to fit local and individual
situations, seem far more important than
commitment to a doctrine.

o Although these programs were psychological in
conception, they are sensitive to social,

cultural, and economic factors.

o The materials and style of delivery, although

they are within each program's overall rules or
guidelines, are modified at the point of deliveky

to take into account the wishes, desires,
attitudes, skills and home situation of the

particular parent.

o More and more attention is being paid to involve
the parent as learner in the process of input

into the program either fomally or informally,

so that the individual and cultural meanings are

considered. This type of built-in feedback means

that the activities should become increasingly
relevant to the real situations facing the

learner.

o These programs explode the myth that low income
mothers, even if working, are not concerned
about the education and success of their children
and will not find the time to engage in a teaching

relationship with them. The life situation of

many of these families are extremely precarious,

and all of the people using home visitor approaches

are impressed with the enthusiasm and effort that

many parents put out to maintain their
participation in these programs.

c. Contingency Management

There are several programs which have fundamental

commitments to behavior modification. The DARCEE program,

for example, teaches mothers behavior modification skills.

The Juniper Gardens program,A19681 under the direction of

the University of Kansas, directed its training to

management techniques. The mothers were coached to praise
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correct answers, and maintain orderly play using the

principles of positive reinforcement. Adkins (1971)

attempted to use concrete reinforcers to maintain parent

involvement. It is not clear that parents were taught to

utilize tokens, but the attempt to manage the quantity of

parent participation by the use of such reinforcers did not

seem to be effective.

The Texas study (Mandel, 1968) used a different

approach to contingency management. Children were involved

in a program in which they took home material rewards for

performance, and the parents were informed that these

rewards were for child performance in school each day. The

effort was to see whether parents' attitudes towards their

children's ability could be influenced by such a technique,

The mothers' attitudes did not change, but interestingly

enough, the teachers' attitudes did. It may be that the

teachers became more sensitive to child performance, but

the cues provided to the mothers were too gross for

generalization.

Karnes (1970) studied a small group of parents and

their young children 13-27 months who were involved in a

fifteen month program. The mothers attended a two hour

meeting weekly, and learned techniques based on the

principles of positive reinforcement. They were asked to

use these techniques with their children every day, and

were given educational toys and materials appropriate for



the teaching model. Parents were paid to attend the meetings

and transportation was provided. Using this mixed bag of

approaches, it was found that not only did the children seem

to gain, but also that the parents increased their community

involvement.

Summary

Most of the researchers did not use contingency

management exclusively or in its purest form. Principles

of positive reinforcement cannot stand alone, but provide

one of a number of tools which should be in the repertoire

of the pgogram staff. All would tend to agree that non-

punitive management procedures are in the long run more to

be desired than punitive techniques.

d. Affective Help

The concepts that lower class families are

pathological is not accepted by the programs that have been

described. Because of life's circumstances, parents have

feelings and emotions about society, about themselves, or

about their children that get in the way of effective

performance in the role of parent as teacher. Stern and

other (1970) used group process techniques at meetings in

which parents and teachers were encouraged to express their

feelings, frustrations, needs and expectations. The

hypothesis was that parents participating in such
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cncoun;_e5.3 would dev,lop o;: show more direct cc ::corn for

their children's- education and de;clop more f.avorablo

attitude:: toward:; Head Start, and that tl is would 132

reflected in the intellectu.li performance oE children. The

group exp:.rience cid not seem to el: Feet attitudes but did

seem to have an impact on child perfonmtnce.

Clarizio (1968) used small group meetings conducted by

a trained social worker and home visits utilizing a

counseling relationship. Primary emphasis was on the parent/

child/school relationship. The assumption was that such

social work activity in both group and individual settings

would influence the attitude of the parent toward teachers,

school authorities, preschool activities, and towards the

parent's view of how their children were being treated by

school personnel. He did not find that this program

led to measured changes, and suggested that the program

was too forma] .

As an example of relating program to parents'

characteristics, CostellojltAL (1969) used a social case

work approach to those families in the Institute for

Juvenile Reasearch preschool project whose children were

the least competent 4nd wnose own behavior indicated that a

group approach was not feasible. The social worker visited

these homes, working with the mother in a nurturing, non-

demanding, non-judgemental approach.



e. Perception as Powerful

MrDCO's concrIptualizrition a why parents shoutd be

involved in helping the child at home, making decisions

about the program, participating in the c3assroom, or

engaged generally in Parent activities, is that "the child

needs to know that the whole family is involved and interested

in his Head Start experience...the child needs to see his

parents coming into his world of Head Start--showing

interest and taking part...the child takes pride in his own

parents...the child needs to see his parents learning and

discovering new things and ideas and trying to improve his

streets,.schools, housing, etc. As he sees parents doing

these things, he will be learning a concerned way of life

in which one can join with others to work...and the child sees

parents concerned and responsible about the child's world"

(MIDCO, 1971, page 4). The Head Start Newsletters of 1968

indicate a similar rationale.

The Florida PE Planned Variation program (Gordon and

associates, 1971) attempts to implement this in two ways:

In each weekly home visit, the parent is actively
solicited for ideas, suggestions about what should

be going on in home learning tasks, is actively
encouraged to visit the school, work in the

school, and become involved in various center and

PC committees.
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The (:,r(innition of P1 - Vr:r4;:ti:sn

which .-:irr;:::) th: d.' in

guieielin.,:s and sy;t i-x.atic:Illy 1-c(sii into tho
audit. ac; ;",rocnn of tho task,:, and
the initial 6evelm:m.:nd. y'rOCOSE of these tasi.s.

The suggestions which emcrge ZEOM the Family

Assistance Progtam Evaluation Confeionce (1971) indicaLe

also that for psychological as well as socal reasons,

parents functioning as decision-mal:crs have an impact on

their children. AFRAM in its guides echoes the same view.

The assumption is that when parents can behave and be seen

by their children as behaving in ways which influence the

life of the child outside the home, as well as in the home,

affective development, achievement motivation, self-esteem

and pride will be enhanced. Since there are close t.:_es

between these affective variables and cognitive

functioning, the increased self-esteem and desire to

achieve will yield acadeMic results.

f. Access to Materials and Information

There is a wide range within the parent population as

to what needs really are. While programs in Columns A, B,

and C of Table II assume that parents need a good deal of

specific help, programs in Column E are more general. The

concept here is that access to information is the essential

ingredient. The Queens program (Roberts, Bennett, 1966)

provided access to library information and resources. The
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Ruopp studios (1071 a,b) or tho day earc, centerr: in Gre:_!1.'

and Salt Lake City, and the ChLelgo p..eqram (Willa, 1970)

indicate a similar view.

Head start in it3 NewsletFor:-; and directives states

that this is a basic position. It is embodied in their view

of parent as learner, in which the parent selects what it

is he chooses to learn. r number of programs have attempted

to find locations in schools, community action centers or

neighborhood centers, where parents can congregate at any

time of the day, and to egitip them with sewing machines,

television sets, coffee bars, etc. The implications behind

the location might be two- foirl:

o If these programs are set up on school sites, a
major function served would be to communicate
to parents that the building does indeed belong
to them, that they-are welcome, that is a
community resource, and that the wall between
home and school can be breached.

o If the program is set up at a center, the
implication might simply be that parents need
a place where they can meet informally, exchange
ideas, get work done and learn skills that are
personally satisfying and/or economically
worthwhile.

The message here is that if information is made available,

parents have the desire and adequacy to implement the

information gained in their own fashion, in keeping with

their own culture, and cz modify home conditions in ways

that are perceived to benefit children

When we turn to a non-Head Start program (Nedler and

Sebera, 1971) the emphasis is on more than simple access.
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The povision of :nrormation is t!Irough instruction anc:

althoueL thesr: meetjngs arc on ttTies of

interest of parents. This procedure is found often in

Dead Start pl.ograms in which the program dascriptein; are:

o Parents indicate what they might like.

Professionals pr,: sent the content requested in
group sittAations.

This is in contrast: to the creation of an environment, i.e.

parent mooting rooms. *Generally, parent involvement

programs ohould prov,ide both alto natives. The decision

as to which mix to 'ose or which element to favor should

be left to the discretion of the parents.

g. Change in Life Circumstances

Nimnicht (1971) in an unpublished wide-ranging paper,

develops a set of propositions about the nature and causes

of deprivation. He suggests that for children growing up

in environments which lack the basic requirements of food,

shelter and health,"the treatment seems obvious. The first

priority should be to provide adequate care of an expectant

mother and adequate food, shelter, health care for the child.

This approach certainly will be of more educational value

than trying to correct a physical problem with educational

intervention.". (ibid, page III-a) For those who are

deprived by what he called lack of the ability of the parent

or family to attend to a child, he recommends that treatment

should create opportunity for a change in life

circumstances. For example, "if the mother is the only
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adult in the home, ei thor enaale hor to stay home or nrovido

adequate care for her children while she works." (lbi6)

It is important to point out that the Nimnicht proposal

involves change in the environment, and thus specifically

moves in the direction of social structural change. While

many child development specialists would no doubt agree with

his view, it is perhaps significant that few of them have

ventured as far as Nimnicht in arUculating it. By and

large they have viewed their role or intervening in parent/

child (and mainly mother/child) relationships, and not in

the larger social sphere.

n. General Parent Participation

There are many forms of parent participation that are

simply defined as "parent activities of high participation"

which have been used in studies of Head Start with no

criteria indicated. There seems to be a view that parent

participation is a "good thing" and will somehow magically

rub off on children. Examples of attempts to build programs

on the basis of this broad approach, or evaluate such

programs are listed in Column G on Table II.

Bittner (1968) described a school readiness center

program in which the performance of children who had been in

either summer Head Start, or were low or middle income with

no preschool training, were compared on the Metropolitan

Achievement tests. Some form of parent involvement existed,

be.3ause she reported that the child whose parents did not
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parLicipaLe in the programs per wormed more poorly on the

tests. Leler (1968) as cited by Grotherg (1969) indicaLod

that children of high partic4ating mothers did

significantly hotter on Lests of achievement and development

than low participating mothers.

Harvey found that parent participation in Head Start

did not modify the attitudes and behavior of parents in ways

that might be assumed to influence the children. She

assessed the difference between Head Start and non-Head

Start parents on education and child rearing practices. Not

only did she find few differences, but she reported that

there was no evidence that Head Start experience changed the

parent.

In a study of parents of children in a Texas six-month

Head Start program, interviews were used to test the

assumption that active parent participation in the program

would increase parental scores on levels of general

optimism and aspiration for the child. Neither of these

were confirmed. (Jacobs, Pierce-Jones , 1969) The data are

not surprising. The conclusions arrived at earlier

concerning the need for organized approaches would suggest

that mere undefined participation, unmatched to parent

entering characteristcs, would have little effect on parent

views. There was, however, some indication that the

children of parents who were high prticipants did better.

One non-Head Start study, of migrant children, found
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similar recultf:. Tha c.-uality of participation not. dk!C11`LC.

n either of those studies and there is no indication of

self- selectivi ty.

It should be recaJled that earlier lit:ad Start studios

indicated that children of parent:, who chose Haad Start did

better than those who were rccrui.ted into head Start

(McDavid, 1969). Unless there is some base line, there

should be little expectation that participation will be a

useful general criteria for success of a program if we are

concerned about the program itself affecting parents and

children.

Summary

Although it is dangerous to generalize from so

disparate a range of studies, the following directions

would seem to emerge from the material..

o Parent involvement should consist of a variety
of approaches, and be designed in such fashion
that it becomes possible for parents to
participate in the mix in ways best suited to
their needs.

o Program evaluation should move in the direction
of treatment by subject so that it can be
learned which particular mix or program elements
are most useful in relation to specific parent
characteristics.

o Educational intervention is not helpful if the
physical environment of the family lacks the
basic requirements for living.

o While there is a general sense that "parent
participation" is a good thing, undefined
participation, unmatched to parent characteristics
appear to have little effect on parent views.
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Chapter 3

Evaluation of Parent Particiation ProroTns

Introdnct,,..n

This cn:Lpter is concerned ''ith the instr=ents tu.ed and

results obtainc,d 3n assessinv the ecfrtc on 05

participation programs. Head Ftlrt progritms art` oresen!,ed in

Table III and non-Head Start programs in Table IV.

There is a striking drop in the number of entries on

these tables compared to Tables I and II. Virtually all

of the evaluations related to programs which appear in

columns A, B, and C, or in the catchall colur in Table II

appear in the Individual Treatment columns in Table I.

The chap in evaluation of the effect on parents, the

evaluation and assessment of either process measures for

assessing actual parent participation in decision-making, or

product measures of the effects do either parent or Head

Start programs of parental involvement in decision making

is striking.

Anyone who has been involved in Head Start knows

full well that there has been participation of

parents in such roles as volunteers in classrooms, as well

as in activities related to the PACT fostered by the PAC

and in the PAC itself. What .s missing are documented

materials; either descriptive statistics of the extent of

involvement or measures of the effects. Involvement is

built into Head Start, but it has not been assessed.

*PAC -Policy Advisory Committee - the Head Start term for parent

groups until 1970.
I1-49



'

T
A
B
L
E
 
I
v

.
E
v
a
l
u
a
t
i
o
n
 
o
f
 
N
o
n
 
H
S
 
P
a
r
e
n
t

P
a
r
t
i
c
i
p
a
t
i
o
n
 
P
r
o
E
;
r
a
m
s

A
s
s
e
s
s
m
e
n
t
 
P
r
o
c
e
d
u
r
e

P
r
o
g
r
a
m
 
F
o
c
u
s

P
a
r
e
n
t
 
a
s
 
L
e
a
r
n
e
r

A
P
r
e
-
P
o
s
t

C
o
g
/
L
a
n
g

P
a
r
e
n
t
 
a
s
 
T
e
a
c
h
e
r

o
f
 
o
w
n
 
c
h
i
l
d
r
e
n

L
e
v
e
n
s
t
e
i
n
,
 
1
9
7
0

B

T
e
s
t
i
n
g

A
f
f
e
c
t
i
v
e

U
n
o
b
s
t
r
u
s
i
v
e

C
e
n
s
u
s
 
D
a
t
a

...
...

."
.."

'"
...

..1
:7

D
 V

1:
7.

Q
u
o
r
,
t
4
o
-
-
-
i
n
)

C
t
s
c
r
w
.
:
t
i
o
r
.
 
o
f

7
6
:
:
:
:
:
_
v
i
c
l
:

1
7
,

C

i

G
o
r
d
o
n
,
 
1
9
6
9
 
b

K
a
r
n
e
z
r
 
1
9
7
0

(

2
:
7
-
.
.
.
l
i
n

4
:
 
S
c
r
.
T
.
I
f
z
t
,

1
 
C
o
r
i
a
n
,
 
1
9
.
1
)
7
,
 
1
9
6

C
a
:
f
u
e
r
 
&
 
T
c
c
.
:
.
o
,

a
,
 
b
,
 
c

1
9
6
9

C
o
L
.
t
e
l
l
.
 
i
c
o
.
 
=
,
9

i
-

R
z
'
.
.
.
l
i
n
,
 
1
9
9

i;

:
:
,

z
c
:
a
r
f
:

1
9
:
:
:
9

-
-

C
c
:
:
:
:
n
2
c
l
a
,
 
1
9
.
S
9

'

c
:
.
.

'
7
/
1

C
o
.
1
7
.
n
t
;

C
o
r
l
o
n
,
 
1
9
7
1

1
,
-
,
7
2

i

.
k
-
:
:
:
:
:
:
c
7
:
:
9
1
c
)

1

1

G
o
l
:
.
1
c
n
 
e
l
 
j
c
s
t
o
:
:
,

1

1
9
7
2

R
u
o
t
p
,

7
1
9
7
1b
-
-
-
-
!

-
-
-
-
-
-
-
-
-
-

i I

1

, .
..o

p.
,. 

sm
...

.W
V

...
p.

.0
.f

 *
M

O
M

.. 
G

V
...

PO
 ie

, 1
...

...
...

...
rr

ou
r 

IM
P.

II
N

V
 ..

..V
. .

.W
11

/..
0.

4.
,..

s
o
u
t
h
l
:
c
3
:
 
E
a
.
 
-
1
1
:
:
0
;

1

}
f

i

1
;

9
6
9

1

1 1

1 1 1

1

1

1

I t

. 1

t

1

1 i

G
o
r
d
o
n
;
 
1
9
7
1

P
a
r
e
n
t
 
a
s
 
i
n
s
t
i
-

t
u
t
i
o
n
a
l
 
c
h
a
n
g
e
r

U
n
s
p
e
c
i
f
i
e
d

p
a
r
e
n
t
 
a
c
t
i
v
i
t
i
e
s



1.
..4

...
...

...
...

...
...

...
...

4.
...

...
.:.

V
.

at

T
A
3
L
E
 
I
I
I

o
n
 
o
f
 
H
S
 
P
a
r
e
n
t
 
P
a
r
t
i
c
i
p
a
t
i
o
n
 
P
r
o
c
r
a
m
c

.
s
e
n
o
=
n
t
 
T
r
c
e
e
n
.
.
-
;

-
-
-
-
-
-
-
-

t

:
r
o
g
r
a
m
 
F
o
c
u
s

A
P
r
e
-
p
o
s
t
 
T
e
s
t

c
o
g
n
i
t
/
l
a
n
g

B
P
r
e
-
p
o
s
t
 
T
e
s
t

a
f
f
e
c
t
i
v
e

C
U
n
o
b
s
t
r
u
s
i
v
e

C
e
n
s
u
s
 
D
a
t
a

I
n
t
e
r
v
i
e
w

-
 
"
 
i

.
`
.
.
.
:

-
.
.
.
.
;

i

.
1
,
s
.

-
:
.
.
 
-
-

-
 
.
-
 
r
-
 
)

i

-
%

,
.

,
_
.
1

,
.
.

.
:

;
 
:
:

.
%

.
i

-

.
.

.
:
.
.
,

1 i
l

.
-

I

_
r .

?
-
a
r
e
n
t
 
a
s

L
e
a
r
n
e
r

C
l
a
r
i
z
i
o
,
 
1
9
6
8

S
t
e
r
n
 
a
t
 
a
l
,

1
9
7
0

l
A
c
k
e
t
t
,
 
1
9
7
1

I i !

P
a
r
e
n
t
 
a
s

r
e
a
c
h
e
r
 
o
f
 
o
w
n

C
h
i
l
d
r
e
n

S
w
i
f
t
,
 
1
9
6
8

B
o
g
e
r
,
 
1
9
6
9

G
o
r
d
o
n
,
 
1
9
6
9

S
t
e
r
n
,
 
1
9
7
0

M
i
l
l
e
r
,
 
1
9
6
8

A
d
k
i
n
s
,
 
1
9
7
1

G
o
r
d
o
n
,
 
G
a
r
b
e
r
,

'
9
7
0

A
 
d
k
i
n
s
,
 
1
9
7
1

B
i
s
s
e
l
l
,
 
1
9
7
1

.

:
,
:
a
n
d
e
l
,

1
.
'
.
v
.
:
3

s I 1 I 1 t

1

-
-
-
-
-
-
 
.
-
-
-
-
'
!

.
,
.
.

.
.
r
.
:
:
 
:
 
.
o
n
n
l
:
r
c
.
r
n
c
 
:
;

_
.
.

.:
i

2
-
1
:
:
.
:
1
1
,
 
1
9
7
1

! 1 s & i i s

.

P
a
r
e
n
t
 
a
s

:
n
s
t
i
t
u
t
i
o
n
a
l

C
h
a
n
g
e
r

.

R
u
o
p
p
,
 
1
9
7
1
a

O
C
D
,
 
1
9
7
0

i 1

P
a
r
e
n
t
 
a
s

'
p
a
r
t
i
c
i
p
a
n
t
"

.

'

-

'

,

.

. '

H
e
r
v
e
y
 
,

1
?
6
.
3

J
a
c
o
b
o
,
 
P
 
i
e
r
c
e

J
o
n
e
s
,
 
1
9
6
9

F
l
z
.
.
.

P
'
7
 
P
r
c
r
;
.
-
7
7
1
,

1
9
7
1

i 1

I

1 I

i

: I ,

I 1
1

i i
i

1
5

i

1

i I



(a) Head Ftart

rre-Llort Te.3ting

Two studie ntAi%ed pre-post toFt de5gns to m?asure

the effects of qrnup education experiences on parent as

teacher. In a stur:y of a few ')2;ronts in Philadelphi, Swift

(1963) used a battery of language abilities. Sig found

that a prog::,1A to help mothers learn to tell stories to their

children increased mothers' language abilities in several

dimensions. Boger (1969) measured the quality of mother-

child interaction and mothers' story telling ability and

found that mothers in specific content oriented intervention

programs increased their own verbal linguistic skills as well

as the quality of interaction with their children.

Stern and her colleagues at UCLA measured their first -

program C1968) by means of the UCLA alienation scale and

found that, although there were no significant differences,

there was a definite and consistent trend towards decreased

feelings of alienation from society in those parents who

were involved in the instructional program. The parents

in the control group did not change.

Their second study (19701, using a group process

approach, was assessed by measuring parents' expectations

on three levels:

o Achievement of children in Heai Start
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O Paronis' attitudes toward de.ld Start (PATHS) .

O The "Ho) I reel" measure of alienation.

They found that.particination in the encounters between

parents and teacher did not lead to change' ; on these three

measures.

Clarizio (1968) measured the effects of the use of a

trained social worker responsible for schoolhome relations,

who conducted group meetings and home visits and

established a counseling relationship on an individual or

group basis as the main means of parent contact, against

the use of small group meetings conducted by regular staff

with home visits only to collect demographic information.

The effects of an eight-week experience were measured by a

maternal attitude scale and a teacher rating scale. The

first program was considered more geared to the family, and

was found to influence attitudes toward parent-teacher

relationships, towards school authority and towards the value

of child's experiences, more than the second treatment.

The latter was more effective than control. Although the

directions were in the hoped for order, the differences

were not significant.

The Florida Parent Educational Planned Variation

approach (Gordon, 19691 used two self-report instruments:

"How I See Myself"scale, a measure of self-esteem, and a
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modification of the Rotter I.E. scale, a muasure of the

sense of internal control of rernforcument or of the ron:ie

of control. These measures were used with emplo,:cd

paraprofessional parent educators as well as parents. The

results indicate movement towards hiriher sel f accentance

and greater feelings of internal control.

It must be indicated that pre-post experimental design

types of evaluation efforts are not the only nor the most

legitimate means for assessing the effects of programs.

This is particularly true because of the sparcity of sound

measures which take into account the varieties of

subcultures and ethnic groups, the reasons for involvement

and the needs for involvement of parents in programs. The

experimental technique is probably most effectively used in

small scale studies, and at this stage of our history, only

after careful review by the Policy Council of just what

these measures attempt to measure and why they are useful.

Unobtrusive Measures

Publicly available information which can be gathered

without stressing participants or interfering with the

conduct of the program can be used in evaluation. If the

concern is with ultimate impacts, then measures of

returning to school, increasing job rates, movement into

better housing, increased use of health services, are all

ways to assess parent as learner and parent as teacher.
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V

Tho D;',TiCEL 'studies (Jiilley, 19681 found that parents

changed their life stylns (hou,:ing, education, vocations,

social actions, savings accounts) as a result of invo]voment

in the home visit progrIm. significant changes

because they effect the total social environment of the

family.

Adkins (1971) found that attrition was a useful process

measure as well as product measure, and led to changes in

program for the following year.

Another important use of unobtrusive data that must be

stressed i. that they can be used as both process and

product measures. Assessment needs to address itself to

these issues:

o Is the program as designed actually doing what it

set out to do?

o Does it need modification as it goes along?

o What were its affects?

If the fundamental commitment to parent involvement in

decision-making and to understanding and working with groups

in partnership ways is paramour. , then the evaluation

designs must be flexible so that data are accumulated

reflecting the continuing process. Changes which take

place as the program evolves, as well as the assessment of

outcomes must be considered. This approach is

sophisticated and expensive but inescapable if we really

wish to understand what such a program as Head Start is

accomplishing in parent involvement.
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interviews

In the only puhlshed doeui,ont we could find

on Head Start parents in classroom':, Pichr:tt (1971)

interviewed eighteen parents in Wichita to find out their

feelings about qoing into a nead Start classroom. The

interviews were conducted in the homes on a one-to-one basis.

There was some indication that it takes skill and time to

get past the "tell it like they want to hear it" to the "tell

it like it is" stage. From her extremely limited data in

one center, however, it was clear that every parent knew

about the right to be in the classroom, aithougn a number

did not exercise the right. When they were in the room,

they seemed to be used as volunteer aides.

If parents are being asked or encouraged to work in

classrooms as a means of modeling teaching behavior for

them, then this small study indicated that while modeling

may be going on, there were few explanations provided for

parents and the modeling by itself was not seen as

educational by the parents. Although only about half of the

parents went to the classrooms the fact that one had the

right to do so was indicated as of great importance.

Adkins (1971) interviewed the Hawaii parents and found

differences between active and inactive mothers. Those who

had volunteered and were frequently in classrooms increased

their feelings of powerfulness and tolerance of other

children and set high vocational and educational aims for
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w"---,

their children. Further, it was found that those childr(.0

with language problems whose parents were high rarlipauts

in the cognitive development progr:im, gained signifeantly

more than their classmates on almost all measures iu.ed.

Paraprofessional parent educators in the Floricla

program used a structured interview pre-post from which ratings

were made about a number of variables in the home

environment. Garber's' (1969, 1972) Home Environment Review

was the interview schedule. This is an adaptation of the

Wolfe (1964) scale and is similar to a scale used in the

Ypsilanti. program. These data are still being processed,

but upward movement was found on most of the nine

dimensions of the scale in data processed to date in

Follow Through.

The Stanford Research Institute conducted an evaluation

of the eight Head Start Planned Variation models for the

academic year 1969-70. Bissell (1971) reviewed and

summarized these data. An interview was used to assess

parent attitudes and parent involvement. Since there were

several models, they were divided into such categories

as: non-sponsored, (NS), prescriptive (Pre-academic skills)

(P), discovery (D), cognitive-discovery (CD), and parent

educator (PE) Here we are concerned primarily with the

parent educator category.

The PE program was the Florida program of home visits

by paraprofessionals, using material related to and
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developed in the classroom. parents were ask..,d, "What are

the thingr vou liked R4)nt. about Head Start:" Parents in the

PE mo;:el i1 Cade a high:9- percentage of responres to liking

classroom climate and child-tczeher relationship than any of

the other groups (20Z to NS) . Parents were also

asked, "What differences has liad Start made in your home

life this year?" Across the five categories, there were

eight items on which any of the approaches had more than

a 10% response. On four of these, the parent-educator

model had nigher than 10%: relationship to my own child

(13.9), opportunity for learning (11.1), parent self-

development learning (13.9), and relationship between

teacher and child (13.9).

The PE model was the only one wich over 10% on the

last item, although this is not stressed in the model. This

sample was extremely small and reflected only the first year

of planned variation; however, the technique is viable and

did indicate both model-related changes and differences

between the models and regular Head Start classrooms,

(Bissell, 1971, pages 27-29)

Another large scale survey was that conducted of Child

Day Care Centers for the Department of Health, Education and

Welfare (Fitzsimmons and Rowe, 1971). As a phase of this

effort, Ruopp (1971a) and a staff conducted on-site

observations and interviews of both parents and staff members

in a number of day care centers. The data are not presented
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in a quanLilicd fashion, but he re:)ortea; "One (-!ritral city

teacher responeied to a c;ue:..tion abolft partieipon of

parents as volunteers this way: "I think it's great, thL:re

are so many ways they can relate to other patents when T

can't. They also have more insight into the

children's problems. For this kind of program it's

essential.' This kind of attitude explains why parents are

deeply involved in the Center's operations: they are, quite

simply, wanted and welcome." (ibid, page 12) He further

reported that the interview data revealed that almost all

parents know how the Center operates, who the staff are,

what the staff are trying to do, how and why.

Questionnaire Rating

As a means of both a process and product assessment,

Bessent of the Florida program has developed a parent

response report which is being used this year. The parent

educatcr administers the questionnaire at the beginning of

the year. The results are being used to see where parents

are in their understanding of the Policy Advisory Council.

This leads to implementation activities, and the

questionnaire will be readministered in the Sp ::ing to see if

there has been movement.

The Office of Child Development gathered self-report

data from centers for the program year 1968. Not only did

this include data about Policy Advisory Committee membership

(data were presented in relation to Table I), but also
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statistics in !Lerma of accompanying children on redirril or

denta) visits, bringing eh:dal-en to class, holding informal

discussions betwocn teachers and parents. The report

indicated that the impetus for parent develooment activities

in 1968 were more often located in the canter staff and

1*
center-wide parent group Dmmittee than either the PAC's

or class parent groups. A measure of parent as institutional

changer than would be whether that finding still holds true

in 1971-1972.

Some questionnaire study needs to be developed to

understand the ways in which lines of authority and

responsibility are evolving, especially as we move from

Planned Variation to such activities as Home Start. For

example, will parents in Home Start form a mini-pac so that

they have in effect a policy council for the Home Start

program as distinct from the rest of the Head Start program?

This is an important consideration which was uncovered in

the Florida Planned Variation work. Questionnaire items

for interviews, or any other means in Columns C and G

should be used to see where the locus of control resides or

is shifting.

Hervey (1968) and Jacobs, Peirce-Jones (1969) both

developed attitude scales for assessing change. Hervey's

scales measure punishment severity, obedience expectation,

attitudes toward child rearing, and influence techniques.

No differences were found between Head Start and non-Head



Start parents in attituats toward 9ducatiofdl matters. The

Texas scales (Jacobs, Peirce-Jones, 1969) measure lev31 of goncrz,J

optimism and aspiration level for the participating child,

and found these were not changed by undefined "active

participation."

Observation of Behavior: Product

The SRI study used as a standard measure of mother-child

interaction styles, the eight-block s.:rt task originally

developed by Hess and Shipman (1966). The task requires

the mother to teach her child to sort eight blocks and

then for the child to do it. The data indicate thc.t

"within model classes, the largest gains are maternal

dimensions made by parents of children in cognitive

discovery and pre-academic classes," and that mothers in

both regular and model classes changed from Fall to Spring

in their styles of verbal interaction." (BiLsell, 1971,

page 25)

Olmsted, a member of the Florida group, has redesigned

this "Mother as Teacher Task" to measure more specifically

the desirable teaching behaviors being emphasized in the

Florida Planned Variation program, and data dre being

gathered to assess more specifically the effects of this

emphasis on paients'teaching behavior. The task has also

been redesigned so that it is usable for Follow Through age

children and mothers, as well as preschool.

Although Bronfenbrenner was not actively engaged in any
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particular Head Start program, hjs emments about research

are pertinent. He recommends, that in all research on the

effects of family involvement, tip, primary focus 'becomes)

the study of changes in patterns of interaction between

family members (especially parents) and the child, and the

impact of these changes on the latter's psychological

development -- social and emotional as well as cognitive.

Even so crude a measure as the amount of time which various

family members spend indirect interaction with the child

might prove indicative of behavioral change. More

instructive, however, in illuminating the nature of the

changes taking place would be a series of standardized

experimental situations administered at intervals of

several weeks or months, in which the child would be

presented with various 'problems' (e.g. toys, games, tasks

to accomplish) in the presence of members of his family.

The focus of observation would be not only the behavior of

the child himself but equally the reaction of family

members. Do they ignore, discourage, encourage, approve,

help, or take over and do it themselves? Changes over time

in reaction to family members could be studied both as a

dependent variable (i.e., a function of the program being

conducted with the parents1 and as an independent variable

(a factor affecting the behavior and psychological

development of the child ). (Bronfenbrenner, 1970, pages

66-67)

11-60



This is similar to the Mother as Teacher task, except

Bronfenbrenner'.; suggestion places it into a more

naturalistic framework. Parents and other family members

can respond more in keeping with %hat they normally do,

rather than respond to ths structured teaching exercise of

the Mother as Teacher task. Bronfenbrenner also points out

that any measures of family involvement must be done in such

ways that the power and prestige of the parent in the eyes

of the child are enhanced rather than diminished. This is

an important concept often overlooked by psychometricians

who are more task oriented than people oriented. In

programs such as Head Start, people must be considered more

important than data.

Observation Behavior: Process

In several places we have indicated that assessment must

be process as well as product oriented. The Juniper Gardens

(1969) programs, because of its theoretical framework of

operant conditioning, gathered continuous data on parent

performance. The technique, although expensive, is useful

in small scale studies or in sampling of particular program

elements. These measures or records of parent behavior are

immediately used as information for input into program.

This corresponds in the parent as learner category with

the needs for such an approach in parent as institutional

changer category. Soi consistent monitoring, not only at

the molecular level such as the Juniper Gardens approach,
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but at a mo.ru molar levol of studying the minutes of meetings

to sec t4c behavior of parents and staff at a Policy Council,

can he utilized as the observation of process behavior for

immediate utilization in the program.

Summary

In general, assessment of parent as teacher of his child

has been more developed than any other focus. There are

scales and observation techniques which are currently useful

for continued evaluation in both process and product of

this element of programs. The area of measurement of

parent as decision maker is again the greatest weakness.

Here unobtrusive measures, interview questionnaires, and

observed behavior in meetings must be developed to study

the way in which parents become decision makers, and the

effects of this role on them and on the groups with whom

they are sharing decision making roles.

The technology has not been well developed and there

probably are not clear theoretical models. The small bits

that do exist in the Kirshner data, the small scale MIDCO

schedule, the recently developed Florida schedule, the

Stanford Research Institute questionnaire developed for

Follow Through offer leads for practical development in

this area.

It has been suggested that evaluation be not only of

end product, but also on a time series basis, in which

samples are drawn throughout the life of the program to
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to assess what is actually going, nn whether wh7tt i. going

on is what was planned, whether program was purposely

changed because of events, and what impact at that moment

the program is having on the people involved. Assessment

of parent participation must also be embedded in the social

context of the particular community and cultural groups in

that community. Case studies may be a more useful

technique than national data compiled into a table which

obscure the fact that each Head Start program in some

fashion is special and unique.

The subject by treatment design has been discussed.

In this case, subject would be the Head Start program

rather than the individual. What can be extracted from

such mix of process and product are generalizations about

what types of programs or program elements seem to be more

accepted and effective in relation to the characteristics of

Head Start communities. To assume that a program that has

been successful in place A can be transfeerred en toto to

place B is naive. It should not be expected, therefore,

that the evaluation of parent participation will lead to a

standard manual or a consumer guide that can be applied in

a simple form across our culturally pluralistic society.

(b) Non-Head Start

The items on Table IV indicate that even though many

preschool programs existed which involved parents,

evaluation of the parents themselves was rare. Levenstein
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(1970) used pre-post 1Q testing and found no differences

between e::perimontal and control groups, nor any chancje

pre-post. Gordon (1969b) using the How I See Myself scale

and the Social Reaction Inventory found no change in

measured self-esteem, but significant changes in the feelings

of more control over one's destiny in parents whose homes

were visited in the baby's first year of life. The mothers

were measured when the baby was three months old and twelve

months old. Karnes (1970) reported that the mothers

increased their community involvement in Head Start and other

0E0 activities, but did not indicate how these data were

attained. The best guess is that they are anecdotal.

A number of studies utilized either open-ended or

some form of standardized interview technique as either

process or product measures. The research work of Wolf

(1964) in relating a set cf environmental press variables

to scholastic achievement was a starting place for the

development of several environmental procoss scales.

Radin and Sonquist (1968) used the Cognitive Home

Environment. scale in the Gale Preschool program, which

utilized a mixture of classes plus home-tutorial sessions

for disadvantaged four-year olds in the Ypsilanti public

school system. "The children were tutored in their homes

by the teachers every other week and as needed by the

aide in alternate weeks during which time the work

initiated by the teachers was continued and reinforced...
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Activities for the tutorial sessions were on the basis of the

child's needs, the mother's predisposition, the facilities in

the home, and the ease of replication by the parents."

(Radin and Sonquist, 1968, introduction). At the end of

the program mothers reported that there were more articles

for children to use; expectation for the amount of education

their children had received had increased, and expectation

for grades had decreased. Further, they found, "that there

are no large differences in the cognitive stimulation taking

place in the homes of Negro and white children." (ibid, page

14)

Radin (1969) used the same scale in a bi-weekly

kindergarten home counseling program for a small group of

12 disadvantaged high ability students, who had previously

participated in another preschool program. The counselor

communicated children's progress, suggested areas needing

strengthening, and planned actii.rities for the mother to

carry out. The mothers in this program were significantly

higher on items on the Home Environment Scale when compared

to parents whose children only attended supplementary

classes. She further reported that children who have been

involved in a preschool with intensive parent work (most

likely the Gale or Perry programs). showed greater cognitive

growth regardless of follow up programs.

A slight modification of the Ypsilanti schedule, called

the Cognitive Home Environment Review, was used in an infant
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study just completed by Gordon and Jester (1972) but results

are not yet available. This scale is similar in many ways

to the Home Environment Rev!.ew developed by Garber and

mentioned in relation to Head Start programs. It is a

useful scale because it has been used in a variety of

cultures, is generally acceptable to parents and has data

relating scores on this to scores in scholastic achievement.

The Garber form,although currently undergoing revision,is

being used extensively in the Florida Follow Through program.

Ortar (1971) and Conant (1970) both used interviews as

a way of studying the effects of program, ;but no

standardized measures are reported.

Scheinfeld (1969) and Tuck (1971) used an interview

as an entry for process measure in determining the

structure and content of the program. The study focused

on the parent s conceptual framework including child

rearing. Parents were interviewed and asked about their

views and methods of child rearing, their concepts

concerning children, and their role. The materials

introduced into the homes were based on parents' stated aims

for their children. The worker then engaged in stimulating

parent-child interaction and making comments and encouraging

suggestions.

Six parents were then involved in informally interview-

ing close friends in the neighborhood and in turn moving

into the worker role. Most program interviews of these
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mothers shewee that fiy. had Dade progress and two in

particular had moved to where they had grasped the meaning

of "competent." Scheinfeld suggested that asking questions,

followed by actions, followed by 111w questions enables

parents to learn and get intrinsic rewards. They, in turn,

will use this sequence with their children.

This "each one teach one" notion leads into the parent

as institutional changer. Ruopp (1971) in the study of clay

care centers, used interview techniques to assess the roles

parents played and the attitudes parents developed toward

the program and toward themselves. Staff were also

interviewed op assess their attitudes and reactions to

program, children and parents. Ruopp provides excerpts

from parents' comments, but no formal interview schedule.

The comments range from positive ones about involvement,

securing jobs, further education, etc; to negative statements

about need for more community support, better relations

with staff, parent-child discipline problems, and the need

for all parents to be involved. What is indicated in the

interview domain is a mixture of this type of open-ended

inquiry with a more structured approach such as a home

environment schedule or review. A new schedule could

assess center factors, community factors, and the inter-

relationships among home center and community.

The Southwest Educational Laboratory developed a

schedule for attitudes toward education and child rearing
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which was used to asses specified parent particiT.ation.

As in the case with the Head Start programs, most of

non-Dead Start parent intervention methods assume that there

will be effects on the family life which in turn effect the

child's development. Unfortunately, virtually all

program evaluation is informal and anecdotal. A good deal

is not even written but comes out in conversations and

meetings and conferences.

There is a strong need to develop instrumentation in

the area of parent as learner. One simple approach to

assess changes in family life was used in the Home Learning

Center project (Gordon, 1971). Parents brought their

children in for testing when the children were three years

old, and a questionnaire interview was conducted by trained

interviewers. Items on this questionnaire referred to

changes in size of family, family housing, marital status,

as well as the parent's change in behavior and expectations

for the child. Results indicated family behavior change

toward better housing and toward family planning, with

significant differences between experimentals and controls.

Experimental mothers reported that they were significantly

more involved in the learning of their children, in playing

with them and in buying appropriate toys than were controls.

Seventy-eight per-cent of the experimental mothers indicated

that their child was smarter or able to learn faster than

other children, or that he was making social progress. None



of the control mothers saw their child as superior. Thc

questionnaire reveals then, both changes in parent as

learner and parent as teacher of own child as results of

involvement in the program.

Observation of Behavior

Bronfenbrenner suggested that a major approach to

evaltation should be the observation of family behavior

with the child. Very few programs have attempted to use

some means of observed behavior as either a process or

product measure, to influence program development or to

examine results.

The Institute for Juvenile Research Projects (Costello,

1969, Scheinfeld, 1969, Tuck, 1971) working with a small

group of families observed the gross behavior of parents,

i.e. attendance at group functions, socializing with

neighbors, etc. and then used these observations to develop

programs relevant to each group. Not only did they find

relationships between these parent behaviors and child

behavior, but also that this was a useful system for

targeting programs to meet parents needs.

The Florida programs (Gorden, 1967, 1972) developed

a more structured observation schedule called the Parent

Educator Weekly Report (PEWR). This is a schedule filled

at the end of each home visit by the paraprofessional.

The PEWR is used in four ways:

o It provides a structured arrangement for being
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sure that certain things happenod on home visits.

a It supplies immediate monitoring information as
to the way in which that parent educator and
mother are working together; the mother's
perceptions of the program and of the utility
of the materials with her child.

o It provides outcome data of a descriptive statis-
tical sort.

o Many of the items on this form are used in
correlational f shion so that the within-program
elements can be examined.

Ortar (1971j also used an observation of the mother

with the young child in which the observer rated the

language used. Schaefer's (1969) home visitors observed

the behavior of mothers over the length of the project and

rated them on a large number of behavioral type items in

both the cognitive and affective domains.

The recently completed study (Gordon and Jester, 1972)

in which the data are not yet fully analyzed, used a

modification of a classroom observational schedule,, the

Reciprocal Category System and categorized the observed

behavior of parent educator, mother and infant from video

tapes made every six weeks for each of 128 families, between

the child's third and twelfth birthday. This system yields

not only a study of the process over that period of time,

but also a product.

At the child's first birthday a standardized task was

presented to experimental and control mothers and their

performance in teaching this to the infant was video taped

and coded. The data reveal differences in the instructional
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behavior of mothers which. related to the sex of the child,

whether they were taught directly or were merely passive

observers of the interaction between a home visitor and

the infant and whether the home visitor was a professional

or paraprofessional. The schedule since it did yield results

offers the opening of a powerful approach by means of video

tape and systematic observation analysis for the assessment

of both process and product in parent participation programs.

Summary

The evaluation efforts yield several useful tools

(home environment schedules and standardized interview and

observation systems) and support the idea that assessment

cannot be divorced from program development, but is a

continuous mix of process and product, or to use some

emerging language, formative and summafive evaluation. The

programs demonstrate the successful use of observation and

interview techniques in moving toward arranging treatment

to match subject. These are also applicable to the analysis

of results, to see which elements of a program or whether

a particular program in combination with home factors

influenced parent attitudes and behavior. Again we note the

absence of effective measures of parent as institutional

changer, but most non-Head Start programs did not have this

as a conscious goal.



Summing Up_

Introduction

In constructing this report, we have organized our data a-

round three questions:

o What were the theoretical orientations

which influences f.
ment of He; d

Start, and par. parent participa-

tion, in the program?

o How did Head Start : 3 es reflect these

theoretical orientat and what were

the forces that impacted decisions about

parent participation through the course

of time?

o What can be learned about parent partici-

pation from the literature and from prac-

tice, and how do these learnings relate

to the theoretical underpinnings of the

program?

Although a study such as this does not lend itself to easy

summarization, the following is a recapitulation of the major

points we have tried to make.

a. Theoretical Orientations

At the time that the anti-poverty program was initiated,

there were, basically, two explanations for the cause of poverty

and whic5 pointed towards two different strategies for interven-

tion.
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One of these explanations we haye described as the

"clench: mocA.." In this model, poverty was viewed largeiy as

the result of deprivatic,n. Things which should have happened to

people, or experiences to which they should have been exposed,

were either unavailable or denied to them. Consequently, they

were living in a "culture of pover_y" which a number of investi-
..,..

gations or theorists felt was identifiable by a set of inter-

locking traits. Frm an educational point of view, these traits

would consist of a lack of intellectual stimulation, a lack of

verbal interaction between parents and children, a lack of ap-

propriate educational materials in the home and the like. Since

the opposite of Zlese traits was felt to be characteristic

of the middle class and since middle class children did better in

school and in life generally, it was assumed that by providing

poor people with an enriched educational environment, particularly

in relation to their children, inroads would be made on the

elimination of poverty and its associated characteristics.

This rationale, though more elaborate and sophisticated

than presented here, was a dominant motif in the development of

Head Start. It also provided one of the basic justifications

for parent involvement, at least in the learner role. If the

family is the prime influence on the early development of the

child, and the family for whatever reason is deficient or inade-

quate, it follows that intervention into the family, whether this

is done directly through family-based programs (e.g., Home Start)

,
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or through more or less classroom-based programs (e.g., Head Start)

would help change the characteristics of both children and

parents and thus effect their behavior.

Tris particular theoretical orientation also fitted in with

findings which, at that time werNemerging from research. Bloc

(1964), for example, had shown that early experience was important

fox "subsequent cognitive growth and education achievement" and

there was also "a body of research and writings on the specific

influence of home and maternal factors of the socialization of

cognitive behavior in young children." (Hess, 1971, page 1).

It as it happened, fitted in with the way our society

has divided the responsibility for the socialization of chirdiVh.

As Hess (1969) has shown, in the United States,

"/F/amilies have ... primary responsibility

for those aspects of child-rearing that in-

clude moral development, social responsi-

bility and skills, emotional growth and sta-

bility, and other behavior loosely referred

to as 'personality.! The school ?4 on the

other hand has been assigned the responsi-

bility for cognitive and academic training

and development."

If one accepts this formulation, it follows that one of the re-

sponsibilities of parents is to prepare a child for school (the

"school readiness" concept) and that if children are not so prepared

something has gone awry with the family.
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In recent years, and even earlier, this formulation has,

been subject to considerable criticism. Many theorists have

rejected the "culture of poverty" concept. They find it over-

generalized, inadequate as an explanation, and in most ways not

congruent with the data. Gordon, for example (Se( Appendix .A)

notes the tremendous heterogeneity among people who live in

poverty and the great variability in parental attitudes and prac-

t5:e. Ryan (1971) makes a similar point, as does Hylan Lewis (Roth

& Hill, 1967). To these researchers and critics -- and it should

be noted that they all do not come at the problem in the same

way -- poverty per se is not sufficient as an explanation for

school performance.

An about-to-be published study by Christopher Jencks (1972)

makes a similar point, but goes far beyond it. As reported in

the press and in a magazine article that has preceded his book,

Jencks concludes that the most significant variables in pre-

dicting school performance are the characteristics of the child.

Jencks' more important point, however, is that no matter how well

a child does in school, this has very little to do with his

chances in life. This according to Jencks, is the result of a

variety of factors, many of which are not clearly understood.

Jencks appears to be clear about what is not relevant, however;

it is not the school and it is not the family. His comparisons

suggest that
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"... until we change the political and moral

premises on which most Americans now operate,

poverty and inequality will persist at pretty

much their present level." (22.cit.)

Ultimately what Jencks seems to be saying is that improving

schools or providing compensatory programs, such as Head Start,

while possibly good in themselves, have little to do with the

elimination of poverty. Sanford Kravitz, one of the people who

shaped the Community Action Program, has made a similar point

about Head Start. Though he does of denigrate Head Start's

accomplishments, he notes,

if ... probably the most serious error of the

entire Head Start program was in leading the

nation to believe that the problem of poverty

could truly be solved by education for three

and four year old children." (Interview)

To a large extent, both Jencks and Kravitz would seem to be

referring to the "deficit model" of poverty causation.

The other theoretical orientation which influenced anti-

poverty programs. and thus Head Start as well -- but not we

should add as much as the first -- was based on assumptions about

the inadequacy of institutions or the maldistribution of power

in society itself. In our review we referred to this combined

emphasis as the "social structural model."

S-5



In this model, poverty, inadequate performance in school,

and even one's life chances, have less to do with "cultural de-

privation" than with the way our society is organized and func-

tions. Here the emphasis is on defects or deficits i society,

rather than on defects or deficits in people. It should be noted

that this set of assumptions does not necessarily eleiminate or

argue against compensatory programs or other efforts to improve

the lot of the poor. Rather, it posits, that by themselves, com-

pensatory programs will be insufficient to solve or eliminate the

problem.

Again to quote Hess (1969, page 37):

... it seems likely that all models of de-

privation must ultimately include the effects

of social structure upon individual cognitive

behavior and the .eed to modify that structure

if intervention techniques are to succeed."

This model, like the deficit model, can take a number of

forms. If the problem is defined as a lack of services or programs,

it can focus on the generation of new resources. If the issue is

maldistribution of services and programs, it can exert pressure in

the way resources are allocated. If the problem is lack of re-

levance -- that is, the programs and services do not adequately

reflect the life style and experiences, ethnic or otherwise, of

the recipients -- efforts car.e made to alter the nature of

services and the way they are provided.
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All of these approaches aim at institutional change; and it

is in relation to this objective that the decision-making role

for Head Start parents appears to have been articulated. This

role is predicated on the assumption that parents are in the

best position to keep programs relevant to their and their chil-

dren's needs as well as to develop new programs and bring about

changes in other institutions that effect their lives and well

being. In this sense, parent participation in Head Start is a

particular expression of the "maximum feasible participation"

clause in the Economic Opportunity Act.

It is this aspect of parent participation that seems to have

generated some concern. In part, this concern appears to be

political in origin. As parents, or community groups, developed

insight into their problems, and some muscle, in some instances the

they began to challenge established institutions. This led to

confrontations, conflict and sometimes to a backlash.

In terms of Head Start, the leading example was the Child

Development Group of Mississippi, the largest Head Start program

that ever was funded. In order to see that the gains made by

children in the program were maintained, it was felt that the

entire community had to change. To accomplish this goal, ex-

tensive efforts at community d ielopment were made. Although

to a degree successful -- Mississippi is not the same as it was

before the program -- it led to debilitating political battles

in which the entire anti- poverty program, became involved.
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It should be noted, however, that this occurred fairly early

in the history of both Head Start and the larger anti-poverty

effort. The few programs that took such risks soon found them-

selves under investigation, de- -funded, or in other ways muted.

This does not mean that the theory or the efforts were wrong;

it means merely that the Federal government would not support

them.

It should also be noted that, as the Kirschner study (1970)

points c ,:, local Head Start programs were instrumental in bringing

about a rather sizeable number of changes in a number of insti-

tutions. By and large, however, these were changes in agency

policies and practices rather than fundamental shifts in the way

power in our society is organized and distributed.

The other criticism of parent participation in Head Start

would seem to imply that the decision-making role has deleterious

effects on the program and the children. There is absolutely

no evidence for this contention. It is possible, of course,

that Head Start parents sometimes make things difficult for the

agencies t 't administer the local programs, for the people

(frequently p. ssionals) who run them or for people who want

to change or research them. But that is another matter entirely.*

As the MIDCO Technical Report shows, parent-participation
.

yir

* See Hess et al (1971 a) and the Kirschner study of parent-

child centers (1970).
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of both types -- learner and decision-maker -- have positive

effects on all aspects of the program and when combined show fur-

ther movement in a positive direction.

b. Head Start Policies

To a large extent, Head Start policies and programs appear

to have resulted from the interplay of these rival philosophies

or orientations, much as did the policies and programs of the entire

anti-poverty effort. And just as in the anti-poverty program as a

whole, the basic orientation was to the "deficit model." According

to Stephen Rose (1970), for example, 94 percent of the community

action programs were oriented to clinical, remedial or rehabilita-

tive services.

In the development of Head Start policies, there appear to

have been three discernible stages. These stages are characterized

by an increasing emphasis on the role of the parents as decision-

makers, though not, it should be noted, by muting or down-

grading the role of parents as learners. As these policy state-

ments.developed, both roles were more precisely delineated, but

because the decision-making role was virtually lacking from the

original set of guidelines, the appearance and elaboration of

this role in later sets is striking.

The firsi: set of official guidelines were contained in a

memorandum issued by the Professional Advisory Committee to the

national Head Start program. This committee consisted of a

number of distinguished early childhood specialists, educators,

social workers, and pediatricians, all of whom played strategic

roles in the development of the program.
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The memorandum focused almost exclusively on the deficits

induced in children by poverty, and outlined a program that

would help overcome these deficits through medical, nutritional

and educational services. Parents were conceived by the memoran-

dum as adjuncts to this effort. They were to assist teachers as

aides or volunteers, accompany children on field trips, and provide

insight into life in the neighborhood. There were, however, two

statements in these guidelines that, if interpreted very broadly

provided an anchor for other parent roles and activities. These were:

o Developing in the child and his family

a responsible attitude toward society
and fostering constructive opportunities
for society to work together with the

poor in solving their problems.

o Increasing the sense of dignity and self-
worth-within the child and hi:: family.

This memorandum was the only official set of Head Start

guidelines until 1967, when, while still functioning

within 0E0, various Head Start policies were codified into a

manual (6108-1, September 1967). While most of this manual is

again about those components of the program which relate spe-

cifically to children, there is greater emphasis on parent pa-

ticipation.

The manual notes that every Head Start program must have

"effective parent participation" and delineates four modes

of such participation.

1. Participation in the process of making
decisions about the nature and operation

of the program;
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2. Participation in the classroom as paid

employees, volunteers, or observers;

3. Welcoming center staffs into their homes

for discussions of the ways in which a

parent can contribute to the child's
development at home:

i

4. Educational activities for the parents

which they have helped to develop.

Many of these practices, it should be noted, were already

underway. But this is the first time, to our knowledge, that

they were embodied in an official document.

There are at least two things about this memorandum that

should be noted.(1)Not only is the decision-making role mentioned,

but it is mentioned first. This suggests either that it was not

happening and Head Start wanted it to happen; or that of all the

roles, Head Start considered it the most important. (2) Decision-

making, or participating in the decision-making process, is dis-

cussed only in relation to the Head Start program itself; the in-

stitutional change function in programs other than Head Start was

not mentioned.

To operationalize the decision-making role, Head Start called

for the development of a series of advisory committees at all

levels of the program. At the center level the committees were

to be elected but were to be composed preponderantly of parents,

at the delegate agency and grantee levels, the committees were

to be composed of at least 50 percent parents and they were to

be democratically selected. (Emphasis added) What the rights,

duties and obligations of these groups were supposed to be;

however, was not spelled out.
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These were important policy statements, and though they

probably reflect what was,already happening in the field,* they

nevertheless represent an advance in official policy. One can

only conjecture as to what motivated Head Start to issue the

manual at that time and to elucidate these policies. Very likely

it was a combination oi circumstances; concern about the program

and the way it was developing; pressures from the field as well

as from within the bureaucracy; and possibly also some concern

as to what might happen to the program as q result of its dele-

gation to HEW, an agency that did not necessarily share OED's

philosophy.

With regard to these conjectures, some emphases in the manual

are worth noting. On the first page, the manual places Head Start

in the philosophical context of the Community Action Program

generally. It notes that Hea1 Start is, in a sense, a spin-off

of the CAP, and the purpose of the CAP is to effect "a permanent

increase in the ability of individuals, groups, and communities

afflicted with poverty to improve t. .r own conditions."

(Emphasis added). Even more important, it notes that in the ab-

sence of a local community action agency, the agency responsible

for administering Head Start is expected to follow the general

principles of community action -- participation of the poor,

mobilization of resources, and targeting of programs to the poor

as if it were a community action agency.

To our knowledge this is the first time that emphases such as these

* The grantees for most Head Start programs are local community

action agencies. In the absence of Head Start issuancies, CAP
guidelines were frequently used for the formulation of policy.
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appeared in official Head Start documents.

The third stage in the development of the parent-or-decision-

maker role occurred in 1970 when a revision of the above manual,

instruction 1-30, Section B-2, was issued. This Instruction

delineates with considerable precision the roles of the various

committees, drops the word 'advisory', thus making the policy

committees or councils, indicates that at all levels, the parents

should be elected rather than selected, and at each level gives

the participating parents a veto over the other members.

While this shift in guidelines did not give parents control

of the program, it did move them into a far more powerful position

than they had previously enjoyed. One wonders, however, to what

extent these guidelines have actually been followed. They do

not, for example, contain enforcement provisions: Head Start

grantees were not given a timetable for compliance, ncr do there

appear to be penalties for non-compliance. This suggests that the

guidelines could be construed as suggestions rather than rules,

and there is some evidence that this in fact may be the case. A

recent study by the Southeastern Education Laboratory, for example,

states: "We have the legal provisions, and often, as in Head

Start, requirements to involve parents in pre-school programs,

but to a, great extent this is not happening." (Southeastern

Educational Laboratory, 1971, page 16) Other observers feel that

the guidelines are being followed, but to a variable extent;

it is more evident in some circumstances 'than others. As we have

seen, it is precisely in this area that adequate data is lacking.
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Although the Instruction dwells mainly on decision-making

within Head Start, the roll of the program and of parents as

institutional change agents is also mentioned. Two statements

in the Instruction focus specifically on this area:

"Many of the benefits of Head Start are
rooted in 'change.' These changes must
take place in the family itself, in the
community, and in the attitudes of people
and institutions that have an impact on
both."

"Successful parental involvement enters
into every part of Head Start, influences
other anti-poverty programs, helps bring
about changes in institutions in the com-
munity, and works toward altering the
social conditions that haze formed the sys-
tems that surround the economically dis-
advantaged child and his family."

These statements, it is true, are in the transmittal notice

that accompanied the Instruction and not in the body of the Instruc-

tion itself. Nevertheless, when one c. ..:ares this issuance to the

1965 Cooke memorandum,the differences axe striking. While the

learner role has not been downgraded, it is clear that the de-

cision-making role, both within as well as outside of Head Start,

has been enhanced.

c. Review of the Literature

As part of this study, we commissioned an extensive review

of reports and writings on Head Start since its inception. Aside

from the data themselves, one over-arching fact emerges from

this review: there is virtually no information on the decisiun-
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making role of Head Start parents. As a contributor to this

report remarks, this is the gaping hole in the Head Start litera-

ture. He goes even further: Ir his view a rationale for parent

participation is not needed; the reasons for it are well under-

stood. "What is missing are documented materials, either de-

scriptive statistics of the extent of involvement, or measures

of the effects. Involvement is built into Head Start but it has

not been assessed." The MIDCO field study, which is discussed

in the accompanying Technical Report, is a first, and therefore,

preliminary effort in this direction.

Why or how this has ha,pened, again, can only be conjectured

at this time. A full-scale and much-needed biography of the pro-

gram is yet to b( .ritten. A number of possibilities suggest

th,911selves, however. It-is possible that in the beginning, at

least, the decision-making role was not considered as crucial to

the program as was the learner role. This is a plausible con-

clusion to draw from the guidelines, as we have seen.

Another and possibly related reason, is the nature of the

research itself. By and large, the focus of most of the research

has been on parent/child interaction, particularly the effect of

the mother's behavior on the child. A third reason, and one that

is linked to the others, is the nature of the researchers, rather

than the research. For the most part, research into early child-

hood is the province of child development specialists, most of

whom are psychologists or educators. Both by training and in-
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cli nation ,' their'intdrast is ine the carlyoyears of a chil(Ps
.

t, . AS'

development'and their particular area.of expertise it the in

Iluence of the family, and particularly
t

mothers, on the growth -N

. _,.. ... , s i . ... ,N,
I4

,

and.s-deyelopment of'chilaren. Consequent all we' know; in the

.'
.

,,...
y .

sense of iliring access to°a*.body of iiterture, ie whatitheY have
ir "s .., , , , - ;'

s tudied,`researched.and written about. Since their overwhing
. .

interest as been in tha parent a's learner', rather than in the

it

parent as decision-m«ker, it is not surprising that we know mere
.,

t.. .,

.

about otie role than about the Other. -

. 4.
.

21s to-the data themselves, no attempt will be made to sum-

.

marize them here, inasmuch as Part Two of ouk report is itself

The` strictures which Hess (1969, pagd, 2) 'noted in
.

earlier reviews of the literatur;, however, 'are perhaps,Worth
P

stating as a.caution.
.

inyestigators,of maternal behavior have
a creative streak and flair for orignality.
Rarely will they use a -concept, a.variablei;
a.technique fof gathering data, or a research
population exactly,asdid another investigation.

Nuances, variations and revisions abound;
in effect, each of these studies is a single

AN independent study. Sirice unreplicated results

. are only slightly better ,than no results at
all, the research landscape'... tends towards

'-clutter rathe.than clarity."'
4.

Some comments by Dr. Edward Zigler, until-recently the di-

rector of the Office of Child Development at HEW, where Head

Start is now lloused, are perhaps equally pertinent.
(

".I5ft the current scene, there are many theories
'hypotheses, as well as- bla-Gent prejudices,,

but very little in the way of totally firmed-
*Up information that will lead us unerringly ,

along same social action path. 'We still have-to
use our own judgment and play our best hunches.

;

-



nilringiffarigillWIM

--, 1
,

,

..

4

,

We muFt the'refore develop enough' profes- -.1c'

sionaP and.personal integrity so that we

are not unduly influenced by every passing
*thought that has 'the good,fortune to be

published."* .. .

...,

. .

.

.

Neither vie, nor certainly Dr. Zi*gler who is a dist ngui'sh-ed,
-, ,

-,
.

researcher himself, are denigrating'' research. obr point is therely

to emphasize, tha qhil,e the "knowledge explosiori", parftcularry_
4 I"'..

. s '

.

in relation to,early childhood .; has brought us a long vay-,-the,re .

is _an equallylong way to go. Furthermore, as we have tried to

emphasize in this report,it'iS- doubtful that research or know-

ledge...alone-is the only or even the chief influence on the dired-
ca.

tion of programs. As the Head/Start experience has -shown, decisions

are usually the result of the clash of a variety of forces. In

theq end, it would seem,:they'are tide by people who have the power

to make them.

I'

1

` a

* Speech delivere d at the 1970 Annual meeting of the Days Care
and Child Development. Council of America, Inc. -Unpublished..
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- Characteristics of Hdad SCart'and Oche.r Parents
a- , . .

'on Varighles Related to Child Deve3opment
............. ____

, ..'''

elk:
. ,

,

. Tliq apperidix is an overview of the research onI the characteristics
, .

.
,

a.. t,f Heac Start and non Tread $thrt parents as they,relate to'variab1es of..

child The ral:,.:cs Plf: studied :ofer4tointra.-family variablel

e

and *al betavjors dr-attitudes of parents (t.rddominantly mothdks)

'which have obsorc,aole and measurable effec.s on chilA perfc4muace o r on
1

sdhool achievement:. Althaigh measurc.s,c1 1z i,y xag ,nd intelligence are

Itnder incrcasing attwAc for nsacholo(cal, ana technical feasons,
,

) he 'studies cited here have 'pla:.ed reliance u,pon ther

.

Reviewa of Literature

fi

Two reviewers (Hess, 1969; Hess et a1.,1'971;-Gordqn,* 1969,.1970 offer

*conceptualizations as well as sources for research, done fore those dates.

--on'the impact of parent, attitudes and behaviors upOn the child. Hess'

dated review (1971) emphasizes the importanbe of the family as. he. place in

1

.which primary attachments are made and includes the implication that no pro -

gram should interfere with\the child's ability to form primary attachments..
lif

,.. .
Since:these occur in the fir6t year of life,.the implication has particular

t

relevance to infant day care. This view suggests nine categories of pavnt

behavior which influence child development.

1. Independence training.

2. Warmth and high emotional involvement.

3. Consistency of discipline.
,
4. Explandtorircontrol.

5. Expectation for s ess,
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4.

Fe

6. Parents' sense of control .

7. The'verbalness of the home,

8, Parents' direct teaching.

9. Parentalself.Jesteam.

G. Miller (1971) as preparation for his study of 'Khe effects of families

on the scholstio4performanca of English children, reviewed the literature

with perhaps more attention to non-American studies and to thp affective donair.,

tie investigated four groups of studies dealing with social claSs, anxiety,

child adult relationships, developmental tasks. fie found that the gross label

of social class was somewhat useful; but that the factors within the home,
. ,

not necessarily related to social class, were Most importt. 1 4or example,

Campbell's (1951) study of Secondary school children found that the kinds.o.f

46

$ 4

'books,, newspapers, journals and radio programs, the attendane4 atciatural ev
.

. . 4 ..
.- .,' .

and the '.:tiitudes of parents to edueatiOn all cpiated toy success 4 the secondary
., i4.

,':
. .,

school. .-
.

k
A number of other studies he cited 411 seerto center on a fewva-ables

N .

which are similar to American findings: ,
. .

A.
."

. . o '. I

.

1. Parentaldiscord and'ePaional and abnormal home relationshipS.
.,

1
. 4. A.

. .

Parents' plansTor.further edncatiOn: v
,

3. Parents' aspirations and amOtint of pressure exerted,;

4. Economic factors.,

5. School' grouping practices,
4 I

6. Parents' attitude toward school.

7. The teactlr's conscious oro.unconsciou,s evaluation og children which

.

effects assignment to streams (i.n the United States abilitygroups).

'lc

..i

' 4 . a /
...

8. -Rdstricted language codes. .

...
, ....
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These,were allspecifio variables within social class designation which

'influenced performance.
.

,11e second group of'gtudiesare those Miller Labe e. child-adult

2

relationships. Reviewing the eapentially psychoAnalytic literature, he con -"

4 e. ,:cludOd that "these studies are relevant to any s tudy-that concerns itself

with the growth of intelligence and d.ntelligent behavior, and particularly the
.

.academic attainment. 411 emphasize that intelli_gerrf.behavior is optimally,

, developed in a situation where there iS acceptance, warmth,'-predictal4liy

and fleiible free intera ction "' (Miller, 1971, p. pif special importance

in the Millet work is the replication of findings* of parental factors adross
4.

1.
11

cultures, not'only(in England but in Western Europe. This, plus those studies

4.. which wi'l be cited below,,and.the work of Smilansky (1968) described in
. 7

Gordon (1970.) finable us to see that it is possible to single out variables which

. seem to have universal meaning. Given the view that there a.-e some'unive sals,

0

.it is nevertheless important to recognize that the specific ways A which

they maybe impldmented and the Way they may fit into a total family context

might differ widely.

",.4

/ Research 'not in Reviews

-v A _number of studies botli here and abroad investigated the effect

family variables on child school performance. Cox (1968) in a study to

. ,

identify the family'background and parental-child rearing practice variables

which influenced child personality, self-conceptrand peer relationshipsr

studied junior high school aged children nepr Fort Worth, Texas. Throug

f-

theuse of interviews, questionnaires, tests 4nd rating forms, plus socio-
,

metric rating,d4ta, he found that parental lOve'or rejection of the child

. ,
signiticahtly influenced the cpild's character and his social peekacceptance.
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A

Smykal (19625 found through the use of the Gough-Sanioid Rigidity
-

d a semantic differential withmothers,and the Rokeach Dd ti sin

.

Scare with fatheis of high.sghool students, that parental attitudes 'were,

signifj.cant variables in predicting achieving and under-achieving behavior

of able 'students.

(

English speaking homes) used,three'dimensions to orgPnize the home environment
I

.:

--'
information:

Keeves' (.974,1 investigation of sixth grade children and first grade
'

nigh school children in the Australian Cipital Territory !sample limited td
. c

1. Tliy structural dimension was concerned with sociological and demi-.

\ .graphic characteristics.
,

,

4
- 2. The attitudinal dimension was concerned with'attitydes, expectatipns,

-.
and 'ambitions.

0

3. The processdimenspv concerned itself with the practices of the home
0

.fostering learning and 6gnitive development.

From this study Keeves (1970, pp .5 -7) identified ven variabls:

". 1. Achievement press of the home. ,

0

2. Ind\ pendence training the home.
\

A A

7

C

1

3. WorkNhabits and press for order in the homes

,'

4. Affili\ation in the home and between home and school.

. .

S. Provision in the horde of stimulation for cognitive deAlopment.

e , '4

,

6., Language models and emphasis On language development.

'7. .Academic gujAance provided-by the home.
.i. .

Using interview techniques with parents and test data on children, Keeves'devel-

. . :

,
.

oped an\extensive muitivahate approach to the analysis of the: b variables--/

/

web

upon child performance (achievement tests). He concluded:

The importance of the mothers' attitudes-and ambitions stand out clearly,

but are exceeded "in importance by the provision, made in the home for

.

A -4
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.

,, s
I

stimulation to learmand coo prbiriote intellectual d+relopment... To,

ascribe differencas.in the'levels 4of educational acevelilent of

A fathers
.

. childr to class or occupation, ascas cof6on, would seem to
ovev-simplify the relationships Involved; it is the attitudes and the
practices of the home which have the more direct'influence.'(op. cit.,

pp. 29-30). .
c--

_____ 4

,-...-
.

. .

Go Miller
.

(197W attempted to discover aspects of social,and'personal
,

.

adjtcgtment to the child most associated with academic success and failure.
, .

C2,

4 \ .

po, His sample was an entire pulation of the to p primary classes of ten'

schools yin twOContrasting suburbs (one middle class, one industrial) con-
t. 6 v

P

r.

3

sisting of about 500 child'en. Ee..found that:

e 4,.c.
,

, V
Family size correlated with lower achievement end that children whO gain
most from educational opportunity tend strongly.to come from homeswhere
independent thinking and freedom of discussion among Ali members is the
rule;'where there-are values conducive to' intellectual effort and enter-

: ptise; and where the chitdren's curiosity and, academic aspira,'Aons are

suppafted and encouraged by parents. The parents do not overindulge them;
.

the children'themselve are confident in their, ntellectual skills (the

- opposite to being anxious);sand'they perceive harmony between the(values

of their home and those of the school. .

%.

On the negative side, children who gain the least educational opportunity
tend strongly.to come from homes where their thought.is dominated by
their parents, and the children themselves aceept this as reasonable.
There is a climat, of general deprivation, ith elemehts of, social, :
Cultural, intellectualiand emotional. deprivation. ,Parents are punitive

and autocratic, and take their children fee1,j.nferior.to.bther children.
They alsd tend to ovel-proteekthem, yet the chil4en do not feel that

their parents are as cCessible as they would like them to be. The

chilaren ilso tend to have uneasy peer relationships.

Factors which advers ly affect educationhl opportunity andachievement,
while more :dkely to be rF ound in working-claSs fmilies, are also

' prevalent .,in .some mi dle-class families to a greater extent'than one

would.gather from t I.iteratur,e, atfa thri is popular111thought. Most

of the influential actors are largely ialEmLltiof social class.
1971,1p: ltd)

1.

.
These lengthy quota ions from Keeves and Miller illustrate again that

. while social class ir,actiors in a large sense maybe important, the particulr

behayiors which transcendthese are rq?re significant,.

%
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Read Start Studies

F

A

Start studies have investigated the charactpristics of parents
r.

in attem t tto tee,how these characteristics influence either parent in-
:

volvemen- or child behavior. The Hess studies (1966, 1969) whose findings

are incl,ded in Hess' reviews, are presentbd-here, rtot so much for their

data, bu for the measurement techniques. They found that academic grades

and stan ardized test scores of children showed a pattern of significant

relatio ships to ma-TeXnal control strategies, 0:aching stylesfand aft'ective

behavio The measures used wer': '

1. Four performance.sub-testsof the Wechsler Adult Intelligence S9ale,
r

2. Items from the esota Multi-Phasic Personality Inventory; orallYD

administeied:
4 , .

The Edwardp'Personal.Preference Schedule, to draw a circle slowly.
. c

.

The Rott. Internality-Externality Scale.
i

.4' .

..

The James Locus. of Control Inventory, an interview about recent events. .

,

. The Kagan'Matching pamiliar.Figutes test,

i

N
.'1

In oadition to ,these Oasures, father presence. an4 measures Og.home and commun- .
,.,

.
i .

.
%

,ity environment (crlwding and home resources) were also Secured.
.

Of special importance 6here was the finding about sex difrerences. It
-

was found (Hess, 1969a) that cognitive environment had a greater impact en .

gls' readiness than onlipos'i and the girls' behavior was more closely re-
,

\
l ted to maternal cognitive behavior, but perhaps less influeneced by mother:s.

ffectiva behavior. 6 .t c /
( /

. .

Holmes and Holmes (1966) investigated whether parent characteristics.in-
.

luenced children's performance . Head Start. In the study conducted in11

t.

, 0 , 6

New York, they contacted.middle
q
classfamilies (MC) parents who sought entry

,
i

for their children iileo-Head Start (SR) a group whom Head Start personnel
.

sought out and whote children paiticipated (SAP) and Voup who were re-
,

loo
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recruited but did not participate (SAND) .1 They found that
i
althoutjh the income

level of the SR, SAP, and SANP groups

differences in attitudes and behavior.

2

were alike, thdre were givificant
..

e
The parents of the SR grodp iollowcd

a more riddle class pattern at home (separate be , appropriz.te bee's, eating

t4ith parents'Y and had somewhat higher job stomas than the other two groups.

The SR parents also had - higher aspirations for their children and were more .

, I

o
.

informed 'aboit the'comthunity. In.spite-Of the game difficult situation, their

4 .motivation seem ed quite different. Although there were similarities between
% i

SR parents and MC parents, they differed in that the SR aspired to middle
e , s . .

. . ', . .

class jobs for their children while middle class parents were:orq c.oncerned

r

. . :

with self fulfillment and stelf det::ermj.nation. . The SR parents were condernqd
% ,.

with the'mobility enhancing aspects of school, the MC with its ,creative

function. Those children whose parents chose not to paiCil3ate, were less

verbal than SR children and had lover scores Acm tests of visual motor organ-

ization than any other roup. Their parents isolation was'reflected

child performance. can mmlude'that income dd'es not lead to homogeneity.

.

.
Hervey (1968) *investigated the differences between'llad Start and non-

i,
-

Head'Start parents. Roth mothers and fathers Wereinterviewed. She fOund

no signifiapt differences in attitude toward educational matters and that

overall
I
there were no significant patterns of differences between the two

groupg.)
.

McNamara et al. (1`968) examined the differences' in family background of

children who were seen as having high sell-concept compared Ito low. The scale

used was the parental punitivenessicale developed by Epstein and Komo4fia.

Grotberg'4)(1969) review of several studies aisoconcluded that there were

V

differences in paients between those who elect to participate and those *Who are

,recruited, and that these di ferences are reflected in the children. It

e'
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appears. that Head Start parents' attitudes toward education are much like:.

middle class mothers, however, this may be ebnfinecl.-tp that group of

parentswho'choose to involve their children in such 1)rogramp.

Sbheinfeldi' work (1%9) found that if parents were observed to be

oriented tard .active enggemenVwith the environment; then a)most Qer-
,

tainly the children.were doing well in.the preschool. Parents who were
4

achieving had
.

an exchange theory sof child rearing, that , order.for
.- . ..0.,
.

them to get desired results fromichildren, they had
.
eo be attentive, affection- ,

ate and meet the child's material needs. These *rents also felt connected
A

. .

to the environment and had a sense of continuity with the past and with -

0

-0
people from the past. 4cheinfeld'S notion of active pgagement, i.e.'asking

questions, utilizinTinput,vposing new questiong, relates very closely to the

label "direct teaching" listeds a key variable in the Hess and Gordon reviewE,

andhe Miller and Keeves researches. It is urtHerclosely allied to the type

of,parent behaviors which relate to competency n infants.

t 7.
A Dutch study (Rupp, 1969) with one English summary chapter, describes thet

.

early sta gs of a program for working. with preschool parents to-develop whaY
..

. ..- -

Rupp calls "school resistant" children. These are ch4.dren
% .

whose family life .-"'

O :
.

'

willhave been -so influential along tie Dimensions indicated above, that the.
r

children will enter-schoOl.with'a higliability to cope and succeed, even if
V

% .

the school offers an aversive environment. Here again, we.see the common thread

lA

-
of parental factors in yet another culture. .1

Infancy
I .

As a part of the programmatic investigation of the effe cts of parent edu-

te, .

cation in disadvantaged homes beginning when children were 3 months of age,
. .

: .
.

I
. 'Gordon and associates (1969 a,b. ,c,,1970, 1971) investigated e number of demograph- ..

' A
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ic, as well as process., homevariables. Among them were such variables as

density and crowding, age of the mother, yeais of eduCation, number of

children, mUltiRle. mothering (meaning that home visits were made to a variety

of different adults who were handling the childf, distuption during parent

eaucatio- visits;,.. Genera lly, these demographic factors did not relate'to chila

t

performance at either age one or two, yef there was a clehr fendency.for children

.t .

of single mothers to do less well than married. .

As a part 9,c this study, McC.ulley, (in Gordon, 194c) developed a semantic

1/4 ,
-

differential to assess morlers' concept of.ideal`Thild. NO race differences
`

were found on this scale, but there were discrepancies between mother's view'

of ideal and her own child, which`related to .child performance. Ihen he

mother's viewT7 her daught was lower than her view f an ideal thethe

daughter tend to bettet than those who mo eresembled their mother's

ideal. Ho ever for the boys, those resembling maternal'ideal outscored the

least on all our measures. This may relate to the Kagan and Moss position on

differential_ socialization and its'effects, on achievement-

. A just completed study which was a partital replication of the original

.

.

infant study (Gordon & Jester, 1912) mor(e clearly indicates sgx differences

in the observed teaching behavior and socialization beha 'or of both professional

r

`and _paraprofessional parent educators and mothers when working with children

#

between three and twelve months of age. These diffeten ia behaviors relate

more clear -by for the girls in performance at age one oh ayley scales; that

.

is, girls whose mothe spend more time in direct 'teaching interaction outscore

those whose mothers spend less time. There is hot as clear a picture for the

boys.

c.

The. Harvard Pre-School Projeche-11 ing naturalistic observation, is investi-

gatihgthe relationship between mother ctions toward her infants and child

competence. White (1872) summarizes inforrIlalaby listing a set of "best"

guesses about most effective child, reading practices. These arel

A-9
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1. pesignSa physical world, mainly in the home, that is beautifully

'suited to nurturing the burgeoning

year old. (One that contains many

curiosity of the one to. three
.

objectsvand materialstfor the

child to, handle, play with, look at, and re c to,)

2. Sets up guides for her child's behavibr....she is generally permisSive

and indulgent. 'The child is encodrag e4 in the vast majority of his

...explorations. (White, 1972, p.32).

W'-ite describes the interactidn'which takes place when the child finds

something interesti-q as "10 to 30 second intere,anges...usually oriented around

the child's interest of the mdment.rahher than towards some need or int.grestof.

.
the mother "' (p. 32). The general procedure utilized in-the Harvard Pre-

School Project is the observation of natural behavior in contrast-to the

-

staged teabhing events 0 in Gordon and Jester (1972).
. %

The investigations by Yarrow And his associates (1971) used observation in
\ .A.,-

,

middle class and disadvantaged homes containing` five to six month old black
. .

. .

infants. They assessed both the inanimate environment and the social stimula-.
.

tion, and related scores on these to Bayley clusters ofchildren's performance

at age six months. As White indicated, the presence of a large variety of

objects is an important factor in competence development, and even at this age

the number of inanimate objects stood but as an especially significant% factor.

When we turn to social stimulation variables, positive affect and the level,
/
6

a

of response, the variety of response, contingent responses to distress, and

contingent responses positive vocalizations yielded significpt correlations

to a variety of.measures of infant functioning. There were three measures of

goal-dire.:ted behavior for infants:

1. Goal-orientation,

2. Reaching and grasping.

A-10.
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3. Secondary' circUlarlf reaction.

Mothers contingent response to.distress related to all three of these measures.

Che level, variety and positive affect eelatedsto the first and third. The

mental divelopment index related to both the level and variety of the mother's

social stimulation. 'Sex differences indicated that these relationshipg between°
. /

maternal behavior and infant'response were higher, generally, for the girls.

Bell J1970)'sampled 33 middle class babils between 812.and 11 months of

age, and tested them for object permanence and person permanence,. She.inter-
.

viewed the mothers to find out how frequently they played such games as peek.;

a-boo, or ttok babies on outings. Observers noted instances of punishment,

.
,;rejection, or interference with)the babies' activity by the mother during home

4,

visits. Slie found that differences in the rate'of development of person

6
permanence were related.to the quality of attachment behavior that the baby

. .), .-

showed toward the mother. -She concluded that "there is an important dimension
.

affecting thg development of the objedt concept whichtranscends socio-

economic boundaries arid often goes unexamined in stu lies aiming to isolate- the
.

espential.featur s of 'enrichment'or 'deprivation'. SpecificallSr, the
. J -

. ..../
.

5 findings of tie present study lead us t5,...t1 hypotheses'that the quality of a
, aL -,.

'

bpy's interaction with his mother is one of the crucial dimensions of

. .

'environmental influence' which affects this typp of sensory-ipotor development "

\s .(Bell, .910,.p. 310). .

>1.---,

, ..- .

chs, Uogiris, and Hunt (1971) related the observed bAavior of parents --------
_ .

;

. ---.1..-

and dem raphiC'home .environment factors --to childrens' performance on Piaget

.

activi1 Xies at seven, 'eleven, fifteen and twenty-two _months, Items which

consistently related to successful performance were:

\ There is at least one magazine placed where the child could play with it

1 or look at it; the child was given regular training in one or m re skills;

the, mother spontaneously vOtalizes to the child; the mother sPoaaneously

names at least"one'object to the child while the observer isin the home;

. the father helped take care of the child; the father played with the child

?
A-11,
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at least 10 minutes a day; the 4ild is regularly' spoken to by parents
.

) during meal times (pp'..295-304):'
A

Those-factors which seemto have a negative effect were:
. °

.

The child cannot escape noises in the home; the mother and child qo
visiting outside th6 neighborhood !almost every day; the televisic, is on
most of the time when they observer is'there; the house has a very high'sourd
level; the house is )5.oth noisy ansmall; neighbdrs'cothe over almost every
day to visit' "(Wachs et 295-3Q4).--.

These ilpht sties share several elements. Variables are.found,.most.

- %

often process rather than demographic, which relate to child's performance in
.

the first year of life. Such factors as seiCial class hide more than they
. v

-

"reveal ie uncovering the process vIriables. Families w]o are classified as

"poverty" display a tremendous variety of child rearing practices and attitudes

which relate to child peformance

When the same studies are examined focusing primarily on adult verbal.

, 9

behavior, the picture becomes even clearer. The Florida studies (Gordon,

"-
-, 1969c; Bladsha 969;, Jest and Bayley, 1969; Resnick, 1972) all clearly

indicate that the amount of conversation in,the home, particularly the 'amount

.

directed toward the child, relates significantly to child,performance. The.

Wachs study (19 711-,contained,such items. White indicated that "these effective,

mothers talk a great deal to their infants " (Whie, 1972, p. 33). None of,these

studies is concerned with the formal grammar type of content or analysis of

speech. The issue here is the amount of language directed toward the child and

the encouragement and modeling the child receives for engaging in language

behavior.

:----, Cole and Bruner (1972) in their review of the issues of difference vs.
, .

deficit,-.examine the linguistic Position and some,of the other 3 uage pier-

\
formance dat which tend to'indicate that what may have been formerly c9n-

"t -'.

sidezed deficits\i7 language ability or language capacity are more correctly

seen as differences in language performance.,

.,

46°
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The Vfantjstucies

..ing the.C.hild with wKat

suggest the impo'rtance of language -behavior surrotind-

coUld be called a "langDage envelope," partictlarly 4

when the child is included witkin the envelope. The type of speech 'pattern
/

is irrelevant, the presence of speech is what is important. iAs d. Miller

14
(1971) indicated, freedom of discussion is an important yariable. within the

home%

4

The stimulae on of language interaction of questioning, discussion,

- .

.

/- debate are the important dements in influencing child thought. The particillar

structure of the language is not significant, since all .languages offer
,

the means for their use`se Ior thought. J

1

-

Parent Self-Regarding Attiudes

How does,the parent's own attitude toward himself or herself affect child

development? A basic assumption di cussed-in Table I was that if parents feel

good about themselves and have igh self-esteem, this will in turn influence

the child. The reyerse4would also appear to be true. Cox (1968Y 'found hat

interpersonal tensions withi,...the family had a disrupting influenc%e, not only on

:...
$

child rearing practices but also on the child's personality development and his

1 /
//A

. '
1 A

social acceptance by peers. - McCarthy's (1968) study of some Head Starfamilies
/

found thaeparents tended to show little trust in their children and to feel.

, inadequate in parental roles, but provided no dataLon, how this related to

child perforMance.

'

.

and-evmfort

, -

Castel otet,al. (1969) found 6atchildren of parents described as outgoing,

le vs.'alienated and non-social, clearly related to the performance

The children of outgoing parents were judged most competent, i.e.of children.

were trustful,had developed some internalized control and direction over Their

impulses, were free to express their concerns, were effective °in ma9ipuiating,

controlling and / enjoying their woild. The children Of alienated parents were

a 4
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% .- ijudged least competent in their degree'of involvemer and organizati'n in

,

approaching people and things, mere distrustful and had little curiosity.

% White's (1972) list of the variables defihed as competence included a,
/

. -.

-vdriety4'-social abilities', planning the use of resources, the ability to
-.N, .

deal with abstractions, or what might be called intellectual competence in

, 4, and 5 year bld children. The infants were judged on competence on the

G ,social skills, two

and the capacity to

behavior toward the

6ceptive language measures, capacity for abstract thinking,
.

sense dissidence Or note discrepancieS. In addition to the

1

child, White suggests that the.effective pareht, the one

wfio stimulates the child to become competent, views life in general positively,

. .

.,
seems to derive pleastire out ofbeingwith a imunchild,.:is more concerned-

)

about the child than about material possessiohs. She is also more prone totake

' risks (pp, 337.30. This may be so because 'she E4s,dev,eloped a sense .of trust

for the child.

White further identified two resources important to competence: .

1. "The most basic necessary resource is enelgy " (p. 36).. To ha ample

energy is not only a temperamental trait, but obviously reqVir ood

nutritional basj.s. General life circumstances above the survival
--

level are essential. 7

, 2. A secondary necessary resource is patience (p. 36). The ability to be

patient cannpt be abstracted from the complex circumstances in which

many of our parents must rear children.

Central to the Flor'da studies was the idea that parents',self-esteem was

an important variable in child performance: Two disfartations, (Herman, 1970;

Etheridge, 1971) explored the relationships 'between mothers' self-esteem, sense

,of internal control, positive attitudes towards the project, and child perform-

_

ance on Bayley's scales at age two. This is a more restricted and debatable def-

inition of competence. In both studies, sex differences were significant. The

impact of mother's attitudes was more critical for boys than for girls, but

A-14



overall, the way in which the mother saw herself and felt about her own

cotrol and felt toward the project were .positively related to child Ser-

formance.
t

r

In Etheridges' study, marital status alone was not significant but

enteged'into the interaction with attitude in effecting Performance. He

,found, too, that the male infant's overallperformance, and particularly

his mental.perfOrmance, was more relat:d/yo the style of mothering than was

the female infant's performance (p. 145). In addition to using just mental.
a

'scores, Schaefers (1969) task-oriented behavior factor, a cluster of Items

on the child's behavior during testing,-was also part of the measure.

Parents' Attitude Toward Community

.As indicated on Table V, little work was uncovered relating parents'
s.

attitudes to chill,ptrformance
1

along thiiffi
)

ension. There re a few in-

. ,

.

sid

dication$ among the items listed in relation to columns A and C; that is a

self-regarding attitude of feeling one has control is also an attitude toward 4j/

the community. .But no recent systematic undertakings were located.

Hess (1969b) described the impact of environment on adults but described

mostly what it does to their attitudes towards themselves (pp. 27, 29).He

indicated that:

1. They tenet() perceive and structure social relationships in terms of

power.

2. Mistrust the unfamiliar and as a corrollary, reject intellectuality.

Anthropologists have long indicated the importance of extended family

relationships in many cultures, and this seems 'to serve as a surviv4 tech-

nique, at least for rural poor (Bradshaw, 1969). There has'been much discussion

and general comment about parent's attitudes towards schools, institutions,and

. agencies, but little hard organized data. This should be an area of vital concern
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in the organization and evaluation ci parent involvement programs in Head

Start

Grotberg (1969) review indicated that parents said they were pleased to

/ I

#

be ih programs.' The Chicago studies (Costello,' 1969; 5Cheinfeld,11969)

. .

indicated a certain proportio of parents relucet to'be involved and Holmes
. .

.
,

and Holmes (1966 indirebtly looked at this, to be describing parents A° chose I

v.` 6 -

not to particpate, and,:the fact that their children joined after recruiting.
.

oa

The community control literature reveals that there were many parents'who dis-
.

, . , >....

trust schools as:well as other agencies. What is missing is what effect this
,
,

. t..
i

actually has on their children.

From the point of view of Head Start, a major issue is how does one

establish any relationship th people who distrust?

T.

w do you begin to

develop a trust pattern, and ways of reaching
...1)

1.,( -
t 6m and their children, to 0

enable them to utilize the kinds of ideas and

)discussion of Table V.

infcrma'..ion repres t d in: this

.P ar en t .hn iattmdi.Membership

Reviews of Literature:

. TkoughOut this reportoge have indicated that 'programs must be related

\
to the groups involved, and that in this country with its cultural pluralism,

\.4 \ .
.

p ent involvement programs must bd so organized that parent input:can
;

serve to increase children's self-regard and regard for their...heritage.

Further, respect for ethnicity should also mean that programs will educate

members of\various ethnic groups to uhddrstand each other, so that each dan

gain from the richnesi of theother.' Throughout this report the

position has been taken that deprivation or disadvantage does not meandeficit,

and that parents have much to bontiibute,not only to their own children, but

to other adults froM.agencies and other groups. -flare we are concerned with the
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. .

effects of ethnic membership on the deelopment of the child, it is an areat

of considerable debate because it it virtually impossible to isolate
. ,

single variable and assign all causation-to it.
.,

,

7 Perhaps the best single review of the overall literature is Olt by \,

Boger aridhribron (1969). Although they r&low someof the same studies as

. 1 -

Hess and Gordon, their conceptual scheme relates more closely'to thin subject.

Their Figure 1 (from Boger & Amb;:dri, 1969) shows the multiple cells in-the
.

matrix of variables which effect the cht].d. Any child can be assigned'to a

set of cells tuch.thatoul d be :identified as an upper-lower-blass male,

black American ''from tha Tural SoUth. The implication is that each adjective

. ;
. .

contributes, not only to defining him, but represents a set of cultural

\
. .

s

e emen which influence his development.,,Figure 3 presents a behavioral model

which illustrutes how this subPbpulation matrix affects a set of risychoeducation-

"D
al dimensions and'how a set of probeis *variables also influence these same

-%,c .i

dimensions. The Nton 'Vating line between the matrix and the process variables
. 6

.
.

was in this rev .

.There is EA; r

Keeves (1970) ; the

of which influence

emblance in their thinking to the conceptualization of

it figure includes

psychoeducational dimeniolis in the child, 'however,

,structural and process dimensions, both

many of the interrelationships are.not carefully understood;. nor should anyone
.

.
.

.
. .

assume that there will' be.any high correlation between single cell in'the

matrix, and single process variable, and any single psychoeducational dimension.

The.order of relationships-will probably be significantly different from chan ce,

but a long way from accounting for a highdegree of the variance in child,

behavior. This suggests that it,will take multi-viriate designs in which

ethnic membership will.be an important contributor, examined in conjunction

with the variety of other characteristics we have been detcribing.

In line with the fihdings co erning sex differences in children's.
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performance in relatidri to parental factors, it woad' seem especially important

-01.t.t ideas such as those of-Grier and Cobbs (1968) on maternal 'behavior
,

'toward-black sons and the studies of the role of the male In the Chicano

culirilreof Tastaneda et al. (1971) and Billingsley.'s (1968)'picture of the

black family should be taken into account in both program, development and

evalution.

Cole and Bruner (1972) proposed an approach to a theory of cultural differ-

ence in which they suggested that tr ditional experimental, psychometric

approaches have not taken into account the cultural,meanings and situations in
,

which they have been applied. They suggest that,,"the crux of the argument, -

when applied to 'the ppblem of'cul ral deprivatign' is hat those groupg

ordinarily diagnosed as cultural deprived have the.same underlying own-

etence as.those in the mainstream of the dominant cUltUre,:the d.fferences

I
.

.

in performance being accounted for the situation ana dontexts in which

6,
th competence is expressed" (Cole & Bruner, 1972,'no final page numbers).

They suggested that we need to clarify,pour thix3kirig about what competencies' 4' *

e
1

real y underlie effective performance, and then develop programs built upon
: lillt p,'

, .

them. Th concludgd: "When cultures are in competition for' resources, as
/ .

"they' are today, the psychologists task is to analyze the source of cultural

difference so that those oi.the minority, less powerful group, may quickly

acquire the intellectual 'instruments necessary for success of the dominant

.
culture, should they so choose (1972, no'final page numbers).

A careful reading of t he material in this section indicates that the

parental behavior which has been found to relate 'to competence in children

Call be readily made available.. Variogs programs, particularly of home visi-
,

. .

t'\

tation, offer delivery rapidsystems for fairly pid dissemination of *those

.procedukes which, if the *parents choose to ffie them,will have positive impacts

O

on their children.
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School-age Children
2

Keller (1963 compared aspects of after school and bome activities' of

a group of poor bla k and white children in New York City public schoo1.6' to

distin4uiJh family life, self image and recreational activities-of these'

%

children from middle class peers.. Forty-six families received .questionnaires
-r

by mail and reported that their children had a lack of sustained interaction

with adult members of the familigs. Only about half regularly ate a meal with

one or both parents, and the main activities of the children were television

. and peer play. .Parental aspirations for children were high. Four-fifths

wanted their children to attain a college degree:

The questiOtinaire was followed up-by private interviews in ten homes,

in which lore r¢ alistic expectations of the desire of security and steady

wor )! for their ildren were indicated. When.socio-economic factors were

co trolled, Kelle ound racia diffgrences in thg social environment. For
1 =

exavple, early all of the white families were satisfied with the child's
,

school work, only half the black families were. Thae--fourths of the black

families at that tine thought they were going up in the world, only one-third

of the white famil. es\ thought so. The income leirel of-the-black families was
.

lower and more were eceiving AFDC. It is important to notice the difference

-between objective information on income and subjective.attributes of their

environment, rather than the actual objective level of living.

Head Start

Within the context of Head'Start and similar programs, several researchers

addressed themselves to 'ethnh variables.- Henderson (1967) found significant

relationships between a modified version of the Wolf scale (enVironment-41 press)

and the Van Alstyne Picture Vocabulary.Test and the Goodenough-Harris Drawinj

Test. His sample was Chicano children from Southwestern states. Garber (1968)
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used a sim:lar Wolf derivative and found differences between poor Navajos,

Puelaos, and Chicanos in family response, 'and relationships between these

pattern of responde and child performance on t Illinois Test of Psycho-'

\linguistic Ability and the Caldwell Preschool Inventory. These two studies,

'oaloilg with others cited, indicate that within ethnic and poverty groups;

differences'in faMily behavior influence child performance.

In support of the Cole/Bruner position, Feldman's and Shen's (1971) com=

pared Head Start bilingual and monolingual children's perfqrmance on object
t.

constancy, switching names, using names in.sentences, knowledge of names and

facility for acquiring new names. Contrary to old myths, the bilingual children

were superior on the first three and equal on the nextltwo to.the monolinguals.

ELLingualinanzbe a defiCit only when attitudes in communities and schools

make it SQL.

Tuck (19j1) worked with black fathers as apart of he Institute for

Juvenile Research efforts described earlier. H ested that if an indirect

approach is used, many black fathers can be mobilized to provide much of 'the

emotional and 'positive experience support necessary for the development of their

children: The sequential,mOdel he described wasr

1. rive to establish a trust-working relationship with a few fathers.

2. 'Actively engage these fathers in'recruiting others.

3. Try to relate father-child activities to types of vocations or

outdoor activities.

4. The group should be exclusively male.

5. It should plan Special activities for children.

6: Encourage fathers to support and carry out activities with their wives.

7. Have fathers, along wAth their wives, design projects with their

children.

o
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.. In a very small pilot program project with four fathers, using a'black.

male family worker, Tuck found that organizing activities different from

those normally supervised by wives or older.children, was a aecessary develop-

ment. Some of the activities were: showing cartoon movies, free fun fair,

free mothers' day parties, little league baseball, and field trips. These

fathers are presently involved in joining with other communty groups to

open a local supermarket and establish a community controlled credit union in

the neighborhood. A major point made by Tuck is'that the fathers always

supplied cues as to the direction in which the grOuip was to move, and a major

shift was toward community control or power. Parenthetically, Gordon has

found that in his Follow Through-experience, the poli6yadvisory council or

the Head Start policy council offersi6major place for the involvement of

fathers. It is a prestigious role, carrie power and dignity, and fits with

the cultural image pf male activity.

Bell (1967, 1968) in two studies cited by Grotberg (1971) found that
.

both black and white mothers were generally pOsitive about Head Start,and
1 A

particularly pleased about the social development of their children. The

black mothers'had high aspirations for their children, but felt that in

reality the amount of education they wanted would not be achieved. They

perceived themselves as most _important to their children, with teachers

second, and fathers third.. White mothers, on the other hand, had very low
. .

. ,
educational aspirations for their children and about a third claimed grade

school wouldsbe all their children would have. No data were presented as to

the effects of these attitudes on these chlldren, but the general research

suggests that low aspiration levelkdiminish,the childs' aspiration level and

0

diMinish his performance. In ,thilg respect, the higher aspirations of the



black mothers provide their children with a more positive base than the

:

low aspirations of the white.
4,

Slaughter (1969) inVestigated the aspiration levels of black mothers for.

their children as a part of the larger Hess project. Her theoretical

orientation was'that subcultural Tresdures limit resources available to mothers,

and therefore their perceptions of available'alternatives. She interviewed

90 mothers and coded their behavior during a summer Head Start. She found

that-maternal behavior .had a significant influence, and that maternal in-

tlividuation (the quality of communication between mother and child) was more

highly as sociated with achievement than warmth or values for school achigye-
J

00

ment or social contact.

In a follow up study, Slaughter (1970) used an educational attitude survey

developed at the Chicago Urban Center, which focused on attitudes toward education

r. ki

and the puVlic school "system Seventy -two working class mothers of inner

city, kindergarten children responded. Analysis of the data Suggested that

,
/ #

the mother's p epara ory teabi49 behavior plus her behaviors with focus on
f

A i
/

forming, the extent of her stimulation and encouragement ofteaching or

relevant verbal communication between self and child was relat4d to child
. t . .:.

e

performance. The factor called futility was not found to be significantly

correlated to child.'s achievement. This factor consisted of the following

items : "If I disagree with the principal that there is very little I can do.

I can do very little to Improve the schools. Most children have to be made

/7
to learn. Most teachers probably like quiet children betper than active ones"

(p. 436). ,

What is significant about these two studies and the Florida study, is

that even within a group that shares several common attributes in the Boger

andAmbron matrix (in Slaughter's, case, black female northern urban lower class,

and in the Florida case, black female southern rural lower class) there is

still considerable variation in parental attitude and behavior. This variation



is sufficiently large to account for thesigni*icant proportion of the variation

in child performance either on test measures or in school. Such studies

should warn us against the dangers of attributing or assuming a pattern of

behavior on the basis of-knowledge of a few external Attributes..

Summarx

The research literature in spite of issues concerning measurement tech-

niques or anthropological insights, provid tifficient redundancysof studies"

done on a variety of populations in many different countries to estab

clearly that there are a set of parent, attitudes and behavior which occur

the home which influence child development in both intellectual and personality

domains. Further, although there are orosd variables into which groups can

be assigned, the data are quite clear than within these groups one cannot .

predict the behavior-of an individual family by grpup membership. Therefore,

programs designed to involve parents su that the home situations can become

more optimal, or so that parentscan influence agencies in providing the con-

ditions for hoth the hone and the agency which are more optimal, must be

flexible enough and individual enough to provide a variety of program choices,

to match, the particular needs of families.
0

What is basically lacking in the research, because of the preponderant
8

child psychological 4"O'n'Iphasis, are the data about parent Atitudet toward Agencies

as in turn, influence children. We do not sufficiently,understand the

varieties of attitudes which parents hold toward agencies and the ways these

influence their desire to participate, or their level of participation, and

further, we lack hard data about how these attitudes and behaviors in turn

effect child performance.

The infant studies reveal that within the first year of life a variety

6

of family variables are already influencing the development of competence.- It
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.s unclear from the studies-reported here or from the literailre in Ondral

howmuch substance should be given to the critical period hypothesis.

Nevertheless, if parental behavior does influence the infant, and if, as White

and his colleagues,. Gordon and his associates, have indicated,,tiiese
-

variables can be isolated end' prbgram mounted to inform parent, then this

offers strong support for movement toward more Home Start-like operations

within Head Start.,

The pilot:work of Tuck dPmbined with the psychiatric position of Grier

.

and' Cobbs, the views presented by tastaneda arid Billingsley, and the sex

differences found across a number of studies, point to the importance of increas-
'

ing our understanding of inv ,Iving fathers in Head Start and Head Start-like
Or

programs in ways that are relevant within the fatherls.culture and are useful to-,

to 1

his chkldren. need, however, considerably morALinformation which can
. ,

probably be t be gainbd in field evaluatibm in association with service,

just how fathers influence their children and how fathers can be

involved. This may require a completely different view of parent

than the maternally oriented effort of teac!ing'mothers activities

e at home w their children", or coming to class to work as aides, or the

a sewing machine. We'lack here clear directions, either theoret-

of

eectively

involvement

ically or empirically, but the beginnings are present in this review.

+2,

.
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