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CHILCREN COULD AFFROXIMATE THE SCHOOL CAPACITY OR I& OF THE
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START HAD A POSITIVE INFLUENCE ON SCHOOL REACINESS, ALTHOUGH
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THE SCHOOL READINESS LEVEL OF THE NONCULTURALLY DEFRIVED.
ABOUT 100 PAGES OF THIS THESIS ARC DEVOTEC TO A DISCUSSION COF
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CHAPTER I
IRTRODUCTION

- 8tatenent of the Pronlem

Americans have too long ¢iven attention to deprivatien in

. other lands; the time has come for these same Americans to give

. attention to deprivation in their own mother land, thesc United

states. Such attention to deprivation in the United States re-

cuires the same essential elements as attention to deprivaticnh

in other countries. It requires recognition of the problew, re-

conmendations for solution of the prohlem, and remedies that

alleviate the present problem of deprivation and prevent futuse
problers of deprivation.

Attention of this sort,began in the 1950's with the focug.
on the problems of minority groups, especially racial minority
:groups; It later spread to include vast angd varied éroblems cf
_the lesstdesirable "american way of life”, and finally waé ai-
rected toward the problems of “cultural deprivation". Americans
becama aware that there was another “American wvay of ;ife““as

the difforence in the liviag circenctensoe of the cultuxally

deprived and the ron-cullurally dsprived grev...as national
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 “wealth and power increased, the difference increased. -

Once this recognition was fullymzde (if, indeed, it is
;fully recogniéed now), national léaders set about to provide
ir,commendations for solution of the problem. Oxlg.such‘recon~

mendation was the proposed-"War on Povexty" that wds formalized

iin the Economic Opportunity Acvt of 1964.A Howe§er, this récom~
Emendation was'g 1long range‘plap because much legislatibn had to
:be passed before ultimate resulte ccuid be scsen, |
Thus, attention has heen given to the problem of cultural
‘deprivation as far as recognition of the problem and recormen-
idations for solutién’of the proélem are concerned. Attention
has been given to the remedy of the present problems of culitural
- deprivation among children (zand the preveﬁtion of future pucb-
‘lems of cultural deprivation) only as early as the summer of
31965 .. Thus, the thixd essential element bf attention to de-
- privation haé been the most recent to develop.
| The remedy put into action in the summer of 1965 wus basec
?on the theoretical evidence that education could be the most
.effective means of providing jmmediate 2lleviation to the
Epresent problem of cultural deprivation and the most eéonémical

.neans of preveﬁting future problems of cultural deprivation. It

ras also based on the assumption that the present system of

Pl

education ‘is the very arca of life in which culturally deprived

. children arc most likely. to receive not alleviation, "but
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" complication, of their prohlems of cultural deprivation. This
“latter assunmption was made keaause of the theoretical evidence g
,tuat culturally deprived chi . @o not have equal opportuni-
'ties to develop their intellectual,.social, embtional, and -
:éhysical pétentialities. Bécause of this lack of dévelopmant,
icuiturally deprived children move into educational environments
* %with & deficit of cultuxal development.

Unless some pre-school program iﬁtervenes énd helps the
jcultur§lly deprivéd child to meke up this deficit in develop- 4
’ment, the child is likely to experience a deprivation in educa- |
.;tlonal experience io complicate hlS deprlvataon in other life
;experlences. A good pre-school program whlch gives attentzon j
> _ to the recognition of the problems of the culturally deprived

.

. ¢hild, to recommendations for solutions to these problems, and

to active rémedies for the present and future problems of the
" culturally deprived child is the best means of giving the cul-
r ':turally depriﬁed child a head start in school and in life. It
xis fltting, then, that the pre-school programs instituted by
. the Economic Oppoxtunity Act of 1964 and put into actlon in the
- summars of 1965 should be designated "Head Start pPrograms"
The basic premises upon which the Head Start philosophy

_was'buiit wvere: (1) the school readiness le&el o£ a child is

E " associated with his previcus livirg expciiences; (2) the

- school readiness level of the culturally Geprived child is
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below that ‘of the non-culturally deprived chlld because he is not T

'1ntroduced to the W1de range of living experlences afforded the non—
;culturally deprived child; and (3) the detrimental effects of cul—
;tural deprivation can be allev1ated through a constructive program

idirectéd toward widening the.range of living experiehces of the cul-

turally deprived child.

Purpose of Study

Thé purpose of this study was (1) to determine the influence
of the'Head Star£ program on the school readiness level of culturally
ideprived children; (2) to compare the culturally deprived children
Qith a group of non4cu1tura11y'de§rived children in terms of school
readiness before and.after participation in the Head Start program;
 (3) to determine what specific primary mental abilities were influenced
through the program afforded those children participating in Head
Start; id) to compare the cuiturally deprived children with a group
of non-culturally depr;ved children in terms of school achievement
(1) at the beginniﬁgtof the first school year, mid-term and end of
the first school year; (5) to compare the culturally deprived children
with éheir classroom peers in terms of school achievement (IQ) at
mid-term.dhd end of the first school year} (6) to determine fhe in-
fluence éf diﬁferencés in cultural-socio-economic status upon school
readiness; and (7) fg determine what areas in primary abilities were
influenced by the Head Start proéram in light of cultural-socio-
gconomic status differénces.

-.-The study had as its purpose the éhswering of the following -
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'"sﬁéeifié”ébeéiloﬁs- (l) What is ‘the developmental level of the

(

culturally deprived child before participation in the Head Start
program? (2) To what extent does the Head Start program influence
| the child's readiness for learning? (3) What is the develepmental
level of the non-culturally deprived middle class child (control

group) upon entering school? (4) To what extent does the culturally

edeprived child reach the readiness level of the non-culturally de-

S aaa s L o oa s male

prived child before and after participation in Head Start? (5)

What is the influence of environment on the child's readiness to

learn? (6) What is the influence of social-economic class memberé

ship on school readiness? (7) What primary mental abilities are

influenced by the Head Start program, and does social-economic

class membership have an effect on the enhancement of these specific

abilities?

Importance of Study

Current literature suggests that culturally deprived children
i _ are'not able to compete successfully with non-culturally deprived
children in their respective ventures into the educational system.
It also suggests that such a program as Head Start is needed to

; help prepare culturally deprived children for a successful cul-

mination of their beéinning school years in their educational

- endeavors (many studies have shown that school dropouts, school

F failures were traced to unsuccessful competition in the first

two years of school). This present study is
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”“?iﬁﬁbiéané‘ih.éeekihghéb'idenéify zrcas of focus in ﬁfepating‘
.:fare services that are offered today. These services dedicate
;{mudh'time, money, and manpower to the combating of cultural de-
éA_study of cultvral deprivation and its effect on the school

.readiness is important to the social work practitioner because

"he can best help to alleviate cultural deprivation through the

is the very reason for the existence of many of the social wel-

6
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culturally deprived children for their first venture into an

educational system.

This present study is elso important because of its reve-

lance to social welfare services in general and social work

practice in particular. The broad écope of cultural deprivation

privation, but cultural deprivation still exists in abundance.

- knowledge and use of such preventive measures as the Head Start

program. In short, this study helps to show how Head Start (and

‘other programs which combat cultural deprivation) helps to de-

.ascertain the "carry-over" influence of the Head Start program

s 1

fully in'learninglexperience with non-culturally deprived peers

termine the welfare of the individual culturally deprived child,

the welfare of the culturally deprived populace, and the

.

ultimate welfare of this nation.

Method of Study

An experimental group and two control groups were used to

in preparing culturally deprived children to compete success-
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‘who did not pafticipaté'in'&he'ﬁeéa Start program. These same

igroupg were used to evaluate the vchool ‘achievement of the dif-

Icrent groups at the end of the first ‘semester of their first

" school year in the school system.

The exPcrlmenLal group vas composcd ‘of eighty-one cultural-

;ly deprived children who participated in the Head Start program
Econduptéd in East Baton Rouge Parish, Louisiana, during the sum;
.Zmex_qf,l965; These childfen vere afforded a'éix-week program
';geared-toward giving them a "head start" pfior to entering the
:first grade. The program provided the children with opportuni-
%ties to supplement their intelléctual, social, emotional, and
?physical development‘thfough the éxpériences of field trips,

- guidance, medical care, learning opportunities under trained

teachers, and participation in a creative environment. In short,

- the program wvas designed to meet the educational nceds of cul-

turally deprived children.

Control group I, composed of twenty—eight non-culturally

‘middle and upper socio~economic class white and colored chil-
idren matched w1th the experimental group in age and in

. geographic 1oca11ty, was used to es tabllrh a basellne represen-
_tatlvc of the average non—cultarally deprlved child from a

“middle or uppcr soc10~econom1c class enterlng the first grade

-

simultaneousiy with the culturally deprived children.

Control gxoup 1T, compoaed of 126 classroom peers of the

® ety e v e BBE e con W v O
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'Head Start children, was used to establish'é'baéeline represen-
;tative of the average peex in the saﬁe school and classroom with
:tﬁe culturally deprived childxen without distinction as to
ﬂsocio;econoﬁic.class. This‘gﬁoué inciu&ed éll the.children ini

. the same classxcoms in which the membe:s'of the expérimental

?group was attending. It is ascumed that children from cultural-

;1y deprlved socio~economic famnilies as well as non~culturally
éduprlved chlldren are 1ncluded 1n thls group. Children in
jContrdl Groups I.and II. did not.participaté in the Head Start
fprégram}

Fouf‘experimental'groups and oné gontrol group were used
jto;determine thé'infldence of cultural-socio-economic status on

. _schéol readiness,h The experimental groups were composed of

children participating in the Head Start program from definable

'culturaI»SOC}o-economle neighborhoods as follows:

Group I was composed of children‘from a middle-high socio-
" econonmic Negro neighborhood. = The neighborhood is comnposed
~mainly of persons enéaged in the professional and business
ifields. This group is so;io-economically designated as High-

~Negro (H-N). |

- Group II was composed bf'ghildrén from the same type of

:socio~eéonomicAneighborhopd as-Group'I, cxcept that theirs was

- a predominantly white neichborhood. This group is socio-economi-

’

. cally de51gna ted as high-White (1-W) .

i e e e s @m s e eam tme cmE @it i em . mawews e e mms ¢ e e ememe w B . Tt s s sewa s s % teae e . oeio e Bo e rsreee o eni@ S e oo monet cen g




Group IXX waa composed of chxldren from a low socio-

.economié Negro neighporhood. The neighborhood is composed | S

predominantly éf person$ working in unskilled or semi~skillqd |

- E'jc’b‘s. Ali'thé charactéristics of a poverty stricken neighbhox-
‘ihood_are evident. . This gréup is designated as LowQNegrd (L-N) .

Gioup 1V was composed of children from the same type of

. ?socid;economic ﬂeith@:hood as Group III; except‘theirs was a

épredominantly white neighborhood. This group is designated as :

.:de~White (L-W)

. | Thé‘Control éroup, éomposed of non-culturally deprived mi.d-
le and high socio-econonic children (Negro and white), was used
Fto’establigh a baseline rcpresentative of the average non-cul-
turéily deprived'child schgduled to enter the first grade |
simultaneously with the culturally deprived child from the same
:experimental gréups. Child;en"in‘the control group Adid nct

participate in the Head Start program.

Insfrumént‘
4Theiinstrumen£ emploied to measure school achievement and
: school readiness was the Primary Mental Abilities Tes£ developed
'by Science Research Assocxates for this partlcular age group.
. The selection of this instrument was based on its sen51L1v1ty
'té individﬁal differences in a numbzar of fundémental ébility

evaluatlons considered to be 1mportanu in academlc success, and

_ion its experimentally dnmonotrated high correlatlon with later_m,w,u 
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fééhéol success of disadvantaged pre-school children.t

The PMA test, following the concepts expownded by L. L.
;Thﬁrgtonz and othcrs,.provides sepacate subtest scores for four

"_%pfimary mental abiiitiés plus a total intelligence quotient
%sdpxe. The instrument has.beén widely used to access school
éreadineés apd early (first grade) school achievement. The areaé
imeasured by this tesﬁzare; - | o

'Verbal meaning: the ability to understand ideas ex-
pressed in woxds.

Nunmber facility: the ability to work with numbers,
' to handle quantitative problems
rapidly and accurately, and to
understand and recognize quanti- -
tative differences.

Perceptual specd the ability to recognize llke~
nesses and differences betwe
objects or symbols quick ly and
accurately.

SpaL1a1 relations: the ability to visualize objects .
and figures rotated in space and
the relations between them.

-In'considering the total IQ scores chbtained from this test}
it is lmportant to keep in mind that the total deviation IQ

. scores, whexc the mental age equals tha chronological age, has

, lSCLGnce Research Associates, Inc., Primary Mental Abili
" ties Technical Report (Chicago: Science Research Aseoc1ates,

Inc., 1962).
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" been set.at 100 withja standard deviation of 16.00. hus, this
?test and the data presented in this study are not a comparison
3of raw scores siuce 1L is widely rccognlzed that as a child
-;grows older his body of learned knowledged 1ncrea“és. Rather,
';thels§6res are derived by éonsidering tﬁe mental.age of the
;bhild as measured by the test with Ednside¥ation of his chrono-
éloglcal age at the time of the test. -Fof example, if a child
1at the age of flve receives a score of 100 and a year later, at
‘the age of six, again receives & score of 100; this is not to
;be interpleted that he has made no intellectual progress during
'withis'year, but should be 1nterp;eted that his intellectual
"fmaturatiqn is coinéidipg with or equal to that of his‘chronoé
.- 19giéa1 age. Scores below 100 indicate that the intellectual
deﬁelopment pf'the child, depending on the magnitude of the |
'score, is lagging behind his age noxrm. Conversely, scores above
-,;100 lndlcate that his intellectual development surpasses that
aexpecfed of the average child at the same chronological age.
The test-xretest reliabilit& of the instrument (one-week
- and four—éeek intervals) islsufficiently adcguate to substan-
tiate the use of fhis instrument: the established median
;coeﬁficient for the total quotieﬁt score is .91; vérbal-ﬁean~
:ing, .89; number facility,,.SI; perceptual~speed, .67;' and
spatial relations, .73, The validity of this instrument in

;measuring I0 was established as above the acceptable'lével
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through correlationanl cuefiicients with grade point averages

and standardized tests.3
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CHADWER 11
TPHE CULLURELESS CULSURE

Definition of Cultural Deprivation
Perhaps one of the besw ways to fashiosn a working defini- ;

tion of cultural deprivation is to first cdetermine what is

reant by culcure. loningman defiunes culture as an intexzelatod

‘system of parts (the parts being overt matexials such as cohsai-
vable actions and covexrt materials such ag ideas, attitudes,

and fezlinge) vhose ends are to help the individual organism

overcone any threats to his survival ox adjustment.l Davis Ge-
finzs culiwre as including any behavior exhibited which is in
conformity with social class, school groups, peer groups, fe mily
grouvps, ¢hurch gronps, or aﬁy other huiran groups.2 There are
many other definitions of culture in sociological literatuvre

but for the purpoze ovf this thesis culture will be used to refer
I

,to all of the waye, moans, ané ends of human activity which

- cw——

John Honincman, Cultuve and Personalitv (Rew Yoxk: Havper

S TE T Lo . @ e wrtswE- S o |

~and Row Publishers, 1954), pp. 22-23,

ZAlll son Davis, Social Class Ynfluence Upon Learning

- ot moen . *

(Canmbridge: University of EnrvarG Press, 19%2), p. 2.

14
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characts si' »thc "Americai viey of 1ife" and which have'bééoma'
2institutionalized as such,

Within this hroad core‘cultuxe are various subndivisipns
.or'“¢1ass" structures. Sexton definés vocxél c]auunas the posi-
. tion which famlly groups occupy in society and the corxc pondlng

tendency for children to remain in that sane position through

23

influences in the home, the community, and the school.® fThe so-

called "niddie class® is that class position which ig mozt

influential in determining the malnstredm of the Amer ican core

culture. The so-called “lower class" is that tlass pos 1tzcn

vhich tends to have lower stctus, lower income, poorer hOU~lnr

inferior educational standards, etc. than the prevailing middle
class (that is, the prevailihg'culture in Ameri"a).4 Oone niight
say then, that by definition, the lower cless is culturally ce-
prived or lacks the same degree and kind of cultuxe as the
middle and upper classes. Riessman mékcs such a definition of
cultural deprivaﬁion when he states that cultural deprivation
is a lack of nmiddle class Cculture e3pecially in terms of educa-

tional standaras.s

3p atricia Sexton, Education and Income (New York: Viking
Press, 1961), p. 1. '

4

Ibid.
5

Frank Licssman, The Culturally Deprived Child (New York

Harpex and Row, 1962), p. 3.
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Riessman would be quick to point cut, however, that cultural
deprivation is not limited to the lowex class.6 It may be pres- .

“ent in people who hold to middle class norms oOr pecople who are

' considered by the comwmunity at large to be mi&dle class. Nox is
:the lower class without any culture ét all; tﬁe lower class has
ia culture all of its own. Furthermore, the lower class incoxr-
%pqrates some aspects of the middle class culture from time to
tim2. Riessman completes the distinction, then, by stating that . 3
ionc iz culturally deprived when he is practically deprived of

"¢he respectability, achievement, opportunity, etc. which coues
k Y PP

7

.
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from the mainstream of culture.
Regardless of the definition one chooges to embrace, the | i

, simple fact remains that cultural deprivation abounds in tbhe

lower class, both quantitatively and qualitatively. This is
'borne out by a review of the literature and by an objective look
“at one's own community. Thefeforc, for the purpose of this

‘thesis, “"cultural deprivation" shall be used interchangeably

‘with "lower class" or "lower socio-economic group”.

Description of Cultural Deprivation

é - i Deprivation in expericnce.--There is a limit to the cultural

content that can be taught in formal learning processes;8 somne

®1bid. 71bid.
8 ) 0. ‘ ' ‘
Honingman, op. cit., p. 177.
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acculturation must simply be accomplished by experience. In
-;othef woxds, many»cultural bits of knowlcdge arxe learncd through
- the evexyday éxperiences of: life.. Education in culture ig a by-
product of living as well as a result of formal learning pﬁo~
' cesses.” |

Therefore, it is importent that there be a continuity bhe-
tween the culturél experiences of everyday life:and tha culturai
'experiences of formal education.lo If there is not such continu-
fity, one might have Gifficulty in making the transition from
experience learning to formal learning. Such is the case with
the lower class child, or the culturally deprived child.

Lower class children enter SChooi so poorly equipped in

-cultural experiencé that failure in school is almost inevitable.
tLower class children have more school failures, school drop~onts,

[ 4

yeading and learning disabilities, and life adjustment probleng;
;as a resuit, they develop a.negaﬁive rather than a positive view
of learning. Théugh the scpoois try to counﬁeract this problem,
they cannot dé so (or have not gone so) for reasons thch will
_be'diséussed fully at 2 later point in this thesis. ‘As a result,

the échool has a detrimental psychological effecé on culturally

.deprived children and héndicaps them in their development of

%1pia., p. 18.

101pid.
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‘later perceptions of other social institutions.ll The situation
';is further complicated in the school when school success is '
measured in terms of experiences with which the culturally de-
prived child has not been prescnted in pre~school llfe.12
Hunt utillzes the developmental theoxy of Jean Piaget to
;support the fact that experimental background has a great affecf
‘on laterx capacitles for formal 1earn1ng.13 This is because dew‘
.privation in background experience makes a difference in the rate :
7at which infants develop behav;orally.l4 Since most, if not al}, |
15 ?

ﬂbehavior is affected by what one has previéusly learned, and

since most of the previous learning of children outside the
"school is cultural in content,16 those children from culturally:
‘deprived homes will bring to school a deficit in cu;tural'under~
'standing and in bghavior development. Though these children

Tmay be potentially ready for school, they will be pragmatically '

far from being prepared, due to retarded development in bkehavior

_ llMartin Deutsch, "The Disadvantaged Child and the Learn-
ing Process," Poverty in America, ed. Louis A. Ferman, Joyce
L. Kornbluh, and Alan Haber (Ann Arbor: University of Michigan
Press, 1955), p. 354. - |

' 125y Mcvicker Hunt, Intelligence and Experience (New York:
‘Ronald Press, 1961), p. 1ff. :

131pia.  41pia., p. 64.

15g, Barl Baughman and Ceorge Schlager Welsh. Personallgy
‘A Behavioral Science (Englcvood Cliffs, N. J.: Prentice-Hall
‘Inc., 1962), p. 142

¢+ .. l6pavis, 10C. Cite e




" "'and in acculturation.i?

-léast part of the difference between the pr1v1leuged and the
:underpr1v1ledgcd is a result of the deprlved environment of the‘
'underpr1v1ledged 18 .Taba states that condltldné thch aré cul- -
- turally unfavoraple create deficiencies in the_skl}ls agd mgntal
;eéuipmént neéessary for success in school, in the ability of
fchildren to distinquish word meaniﬁgs, in the capacity of chil-
idren to handle abstractions which organiée the physical-
;geographic-geometric characteristics of their environment, and ;

. in the capacity of children to sustain attention.l® The child's

idanger in beginning school with such a deficit is that he has
‘not been given the tools or the skills to deal with school as

iadequately as his non-culturally deprived classmates; therefore,

19

Tylcr mahea a similar postulation vhen he states that at

Ehe is doomed for failure in school.?20 The failure to equip the

.child with the proper skills and tools to use in school also

iproduces harmful side~effects, because the world divides its

“labor and affords its opportunities in response to its citizens'

‘Learning”, Merril-Palmer Quarterly, X (April, 1964), p. 152.. .

. (New York: Appleton-Century Craft, Inc., 1956), p. 173.

: .
]

17ﬂllda Taba, "Cultural Dcprlvatlon As A Factor in School

181 cona E. Tyler, The Psychology of Human Differences

lgTaba; loc. cit.

ZOH. E. Erickson, Chlldhood and 8001ety (New York: W.

Norton and Co., 1950), p. 260.
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'fnot a 81mple one. 'Tﬁié‘is'becaﬁSe'df‘thé'férious qualitétive'.' | é

“effective use of skills and tools.
. school experience and on school learning,‘the relationship is

.JaSpects of each 1nd1v1dual Chlld s background experlences (even_ : g
~among the culturally deprivea) and also because of_the‘quantlta~

'tlve aspects of cultural dcprlvatlon in general. ! ;

?turally deprived children do exist, and in abundance, cannot be:
{denied. In 1960, one of every three children in the fourteen

‘largest-cities in the United States was described as culturallyi
fdeprived.21 By 1970, this proportion.will rise to one of'every;

. two children. 22

" which thelr chlldren need

ey Wacame rare® @ S esiw me-w
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Whatever the affccts of prior experimental deprivation on

$

Quantitative aspects of cultural depr1vat10n.—~That cul-

Statistics, then, are against the culturally depr;ved'child.

' One-half of the American families have socio-economic standards
.. which are adequate enough to give their children a head start

?in life, but even-some of these lack other cultural aspects

a 23 But if one were to ignore these

' fami1ies and‘give‘attention to only those families of low socio-

‘economig status, the_popﬁlation of the culturally aéprived woﬁld

21Riessman, op. cit., p. 1. 221pia.

23Robert J.'Havlghﬁrst, "phe School and the Family,"

?Helplng the Family in Urban Society, ed. Fred Delllquadrl (Néw
. York: Columbia Unlver51ty Press, 1963), p-. 24
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'be great enough. Considering those families of low socio-

éecopomic status, one-half of these parehts may have some educa~-
jtion themselves, desire more education for their children,j;nd -
_,tryfto'éivé?théit children tﬁis eéucatioﬁ;- bgt,fthe Qtﬁeruba}f;;_.
éof the lowerAclass is mainly éoméoéea éf citizens on public wel-
;iag:rol;s. Negr;y all pf the children in thesé families are

24

'deprived, particularily in the educational sphere. There is

"also evidence that these families cannot give their children

1

. adequate intellectual stimulation, and that even fewer families

‘can give their children adequate emotional stimulation.25

*

: since a large proportion of these families are from urban

.areas, it is not surprising that migrants who come to live in

“urban areas only add to the urban problem of cultural deprivation.

The experimental distance, cﬁlturally'speaking, between the
:children vwho live in the urban s}ums and the school personnel
'is already great, and with each new incoming migrant group, éhe“
;distange increases.?6 The class struggle is evident in all
ischpol settings, but is most easily seen in the urban.school
;setting.27 ‘As a result of this experimental difference and’

‘other differences, children from the slums tend'to-show'poorer

26Taba' OE. Cito' po 1480 o

27patrica Cayo Sexton, "City Schools," Poverty in America,

fed; Louis A. Ferman, Joyce L. Kornbluh, and Alan Haber (Anh Arbor:

" re va e

- - yniversity of Michigan Press, 1965), p. 235. 7~
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foVer~all'pérfbrmaHCe,_have'é higher percentage of school drop=

.outs and failures, and exhibit ‘more problems in ‘general school .

:and life adjustmént.28 |

The éulturé of.the.éﬁiiﬁréily dépr%§é@,*7Perhaéé';t'might' 

:ibe well to try to deﬁermine jﬁs£ wvhat the éultﬁrally deprived
~child does exPerience in his pre-school, life, for his life is
'surely not dev01d of any experlence at all. ﬁiessman presents
"a good plcturc of the cultural experience of the culturally de-
‘prived child, and the following descriptive characgeristics are

- patterned aftef Riessman's description unless otherwise indi-
Ecated.

The culturally deprived are traditional and old fashioned.
.They are poor teaders, poorly informed, easily confused; they
fear new ideas, and yet have very defipite ideas about certain
imatters. They feel alienated and frﬁstrated, and hate "big

.;sﬁots". They.are not individualistic,‘introspective, self-
}oriented, oderate, or overly concerned with self-expreaSLOn.
:They see the world as belng respons;ble for their pllght and,
;therefore,-are moxe dlrectly aggresgive. They want more from

'flife than they are éetfing,fbﬁt'they do not necessarily desire
:middle class standards of well~being; they had rather get by

‘than get ahead.

28Taba, loc. cit.

29“1essman, op. cit., pp. 25- 29'.L..
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’

“7“Thé'¢hlthall§ deprived prefer job security to jsb'mobility'
. which involves rxisk. They are not overly class conscious, inter-
. ested in politics, or interested in joining social institutions.
éThough they favor the underdog, tﬁe& are pftén prejudiced and

. intolerant., Family and personal comforts are emphazied; even

Ewhen they are able to move beyond the lower class way of iife,

" they do not forséke the old gang back home. They form easy re~.
?1ationships with people which are often characterized Ey an
:abundant use of humor. |

When they do become interested in politics, they prefer to
.févor the "decent" guy rather tﬂan any parﬁicular party platform,
{They like excitement such as news items, gossip, sports activi-
;ties, and new objects. Pragmatism rules over intellectualism,
~and learning takes place in a pragmatic or motoric fashion,

.which accounts for their difficulties with formal education.

Physical strength and endurance are admired, and masculinity

- is stressed among males. Masculinity often equates action or

E . pexformance. This is often a source of trouble in school as
% they prefer not to perform such passive.practices as talking,
-writing, and listening. Also, boys are often bothered by the

'fact that the school is mainly feminine in personnel and culture.

| ; Still another factor in the cultural experience of the cul-
'turally deprived child that gives difficulty is the fact that

jculturally deprived children generally prefer to read stories
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'f“whlch concern Lhcmselves w1th v1olcnce and scx.3° Ne dless to
- say, they are not presented with ouch readlng matter 1n thelr
iearly school‘experience.' l

iﬁ;is'easy to sée frdm'Sucﬁ atdéséfiptiAn‘of‘fhé'éﬁl£ﬁfg.

3of thé §uiturall§ déprived théﬁ-their ngrms of living differ

- greatly from the middle claés séhool. It is also easy fo_gee

iwhy children froh such cuiturally deprived environments would

:havé probhlems in learning the essential facts about the outef

?world‘and the experiences that they would encounter there.31 Iq

| ;short, the background experiences of cultﬁrally deprived chil-

“dren do not adequately prepare them to meet and successfully

.merge with the culture of the middle class school or world.

Deprivatién in the home.~- A description of cultural de-
;privatioﬁ would not be'comp;ete without.a description.of the
ihome'environment of the culturally dépriveﬁ; for the cultural .
; understanding (ox lack of it) of children is largely determined
iby the home in which they are reared. In terms of'cultural
Elearnlng, each home must be seen in ii. relatlonshlp to the in-
;d1v1dua1 ch:le.32 What is good for the 1ndlv1dua1 child may

- actually depend on what he is supposed to be and where he is

% : 3°Baughman‘and Welsh, op. cit., 243.
| : 31Eleanor Hosley, "CulLurally Dcprlved Children in Day
Care Programs," Children, X (September~OcLobar, 1963), p. .178.

[}

. 32Ethel Kawin, Children of Preschool Age (Chicago: Un1vers1ty ;
of Chlcaoo Press, 1934), p. 169. L e e s e s e e
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supposed to become that for which he is meant.33

© For example, there is strong evidence that hbmes”which.pto~“. o
vide superior background experience give their children a head
-start in the socialization-accultration prqcess.34 Gifted chilf

“dren usually come from homes which are in the highexr socio-

%economic classes and from homes in which the'pareﬁts are them-
jselveS'well~eduéated. |

Howvever, childfen who are born into the middle ané upper
;class homes are not necessarily assured of being exempt from
fsufferlng the detrlmental effccts of cultural deprlvatlon. Thié
:18 becausc a good home includes more than the physical facili-

'ties,_the education of the parents, the social life of the family,

- and the religibus activities of the family; it must also include
;such ingangibles as pafental love, parental wisdom, and attitudes
ftaught in thé home . 3 | |

| Nevertheless, it is the rule rather than the egception’fhat

‘culturally deprived family conditions tend to have a damaging

-effect on general personality development and later school

“learning and édjustment. The experiences of poverty, pathology,

:delinquency, accidents, deaths, and other siuch tragedies begin-

33E£ickson, op. cit., p. 73.

34Anne Anasta51, Differential Psychologz‘(New York- hac
'Millian Co., 1958), pp. 310, 447.

3§Kawin, op. cit., p. 168.




' £o”ﬁéké'their marks on children at an éérly;agé when children -
. are not protécted from them.36 Usually, these children do not
fcpme to know any.éther kind of life until they enter school, bef
icéuge "oosif poverty-forceS'ﬁegléct of:a oné~yéar~old-it~ﬁill‘

"also require neglect of a three~year-old...".37

The tendenqy of poverty.tq perpctuate itself is seen in
;the development and enlargemenﬁ of slum areas. Here, the pro-
;blems of housing cause additional problems that accompany
?poverty.38 For example, poor housing is usually accompanied by

. inadcquate food, low income, and poor medical care. Pooxr hous-

-ing usually means that children have poorer chances for success

-in life. Among Chicago's culturally deprived, there are twenty

times as many juvenile delinquents, twelve times as many tuber-

culois cases, four times.as many deaths from pneumonia, three

:times as much truancy, and two and one-half times as many infant
deaths when compared to non;culturaily deprived homes, ?ocr.

thousing areas lack adequate toilét'facilities; therefore, regu-
ilar elimigatioﬁ may be prevented. Poor hogsing areaé_are noisy,

limited in sleeping facilities, poor in ventilation, and confused.

: 365udith Krogman, "Cultural Deprivation and Child Develop-
ment," High Points, XXXVIII (November, 1956), p. 16.

L 37Honingman, op. cit., p. 229,

: 38M. E. Breckenridge and E. L. Vincent, Child Development.
. (Philadelphia: W. B. Saunders Co., 1955), PP. 189-190C.

Come St e s s e siae . B ceet.emwre

B B meie. W W eB s SW B PR Tge e e m s s B 6 hmmmmim. cme. B0 s s .t B CRecESSEL - - B TAT R o0 Sueecs R T P e




27

" ‘In short, poor housing areee do not provide for an adequate =

. place for'the meeting of the child's physical and psychologiéal_’
éneeds, for the protecting of the child~against contegion,.Or

| ?for the protcctlng of the Chlld agalnst accxdents.

The homeg of culturally eeprlveo chlldren, then, are flrst '

édeprlved in terms of physical factors necessary for normal de~
. velopment and secondarily deprived in- terms of psychological
. influences. Culturally deprived children lack the warm, positive -

atmosphere of family life that motivates and encourages childreo

toward normal, responsive development. Therefore, they tend to

‘view adults as hostile, particularily authoritarian adult figures
" in the school. ' Culturally deprived chiloren do not have the
- opportunity ﬁo interact verbelly wihh meaningful persons in
.;their environmenh, i.e., meaningful persons who have gouod 9peech'
" habits. For example, the iower class family diecourages conver«.

“sation at meal times because such times are usually hurried or

~confused 39 Therefore, the_child does not fully devolop hls

ability in verballzatlon, there is much evidence that there is

-a direct relationship between socio~-economic status and the

3%gsther Milner, "A Study of the Relationships between
Reading Readiness in Grade One School Children and Patterns

-of Parent-Child Interaction," Child Development, Vol. XXII,

+

S R

p. 95f£f cited by Anne Anastasi, Differential Psychology (New
York- Mac Millian Co., 1962), p. 509.
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dévéloéﬁégg.ofnlanéﬁagé.4o.Hiéwéf“;iégé ﬁ&ﬁééﬂérénéiéévé;;¥i§éd;
socially, and this-is unfortunate as family socializaéio; ié a '
pre~requisite to socialization into the core culture of spci~_;
ety.41‘.

.In short, the experimental deprivation of the’bﬁlturaily
deprived child begins in his home. The home gives the child
his-giologiéal,'social,.and psycﬁological heritage in suéh forms
as emotional support, educational preparation, and value orienQ
tation,42 and provides for almost all of the child's pre-school
éxpefienceg. When the home is deprived; the child's ¢ultufai
ﬁeritage is also deprived.

éhild rearing in the culturally deprived home.-- Practices
in child rearing in. the cdlfurally deprived home may be somewhat
different from the child rearing practiées in the middle class
‘hoﬁe. Davis, citing a study which compared lower class chilad

rearing practices with middle class child rearing practices,

showed the folloWing: more lower class children are breast fed

40Dorothea McCarthy, "Language Development in Children,"
Manual of Child Psychology, ed. L. Carmichael (New York:
Wiley, 1954), pp. 492ff cited by Anne Anastasi, Differential
Psychology (New York: Mac Millian Co., 1962), p. 509.

4lpalcott Parsons and Robert F. Bales, Family, Socializa-
tion and Interaction Process (Glencoe, Ill.:. The Free Press,
1955), p. 303ff. : : a

2Breckenridge and Vincent, op. cit., p. 152.
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': and fed on demand; moxe lower class children stay oﬁ'the'bottlé/'
éor breast for longer.thanvtwelve ﬁonths and ére fully weaned'.
;;ater'iﬁ life; lowver claés éhildren'begin'bowel training and
iblédder txaihing later; lower class'chiidreﬁ assume ré3p6n3i~
Zbility lafer;. lowver class chiidren stay up later, stay on the.
» .tst¥eets later at night, and attend movies more often than chilni.
: ;d;en from the middie class socio~ec6nomic group.43 .
Davis and Havighurst citing'a study whicﬁ compéres 1oﬁer
;class child training pfactices ﬁith middle class childitraiﬁing;
E‘practices, ghows the foilowing: lower élass cﬁildren are bfeasﬁ
fed moré often, fed moré often on demand, and held less when be-
:ing fed; lpwer class children are Qe;ned more sharply and giveﬂ
imore pacifiers; lower class children start toilet ?raining
21ater than middlg class children; and Negroes of all classes
?begin toilet training earlier.44 Davis cites further studies
. ZWﬁich deménstrate that though the lower class cﬁildren bégin
_toilet training later than middle class children, both classes
_ complete toilét training at about the same time (except for the:

' middle class Negro, who completes toilet training eax"-lier).45

43Davis, op. cit., p. 13.

44p41is0n Davis and Robert Havighurst, Personality in

' Nature, Society, and Culture, ed. C. Kluckholn and H. A. Murray,
 p. 314ff cited by John Honingman, Culture and Personality (New
"'York: Harper and Row Publishers, 1954), p. 317. :

45 . : . | . -
Davis, Social Class Influence Upon lLearning, p. 17.
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Therc'ié alsc evidence that the lower class is'genéréily“”

. moxe restrictive ‘in child rearlng practices than the middle or

upper classes.46 Maas states that the lower class child does
not have as much freedom to talk to his parents, that the lower
class chilad experiencgs more parental rejection, and that the

lower class child experiences more fecar of his parents than the

' middle class child.4?

However, other studies indicate that the lower class child

training is actually less restrictive than ﬁiddle class child

? training.48'49'50'51' It is probable, in light of these and the

aforementioned studies, that lower class child training practices
arc more restrictive in some areas than the middle class child
training, and less restrictive in other areas than the middle

class child training.

4GBaugman‘and Vlelsh, op.-cit., p. 156.

47-H. S. Maas, "Some Social Class Differences in the Fam-

ily Systems and Group Relations of Pre and Early Adolescents,”

Cchild Development, Vol. XXII, p. 145ff cited by Anne Anastasi,

‘leferentlal Psychology (New York Mactillian Co., 1962), p.

509.
481pid., p. 510.

495, pavis and R._J. Havlghurst, "Soc¢al Class and Color

. leferenccs in Child Rearing," American Soc1olog1cal Review,

Vol. XI, p. 698ff cited by Anne Anastasi, Differential Psy-

chology (MNew York: MacMillian Co., 1962), p. 509,

50

bavis, Social Class Influenéc‘Upon Learning, p. 18.

5lpavis and Hav1ghurst cited by Honingman, Op. cit.,
- 317.
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‘There is sufficient evidence, however, to suggest that the

.method of restriction in child training is more severe in the

. Jower class than in the middle class. The method employed is

fusually physical‘punishment.52 when phyulcal punishment is the

prlmary means of restr;ctlon 1n Chlld tralnlng, the chilad may
:develop aggressive feelings toward the punisher, or toward

- ‘adults in general. Although physical punishment may be bene-~

- ficial if not too severe (since physical punishment is of brief

iduration, is a part of the culturally deprived child's daily
;environmént, and is not seen as incompatible with the parent's
- love), it does not deter aggression.53

:unlikely that lowver class parents, who are often over-worked,

» can be patient in administering punishment when their own lives

;are full of daily punishment of one sbft or the other.

Furthermore, physical punishment alone does not give the

LI

: child the opportunity to genéralize from one punitive situation

1 L3 9 [ ] L] l , ]
. to another. Thus, the child is deprived of learning opportuni-

:ties'that‘evolve out of punitive situations. Also, the child
. is deprived in that he receives negative reinforcement in his

.iefforts-to explore- and learn, 54 And'finally, physical_'

Furthermore, it 'is highly

'52Riessman, op. cit., pp. 38-40,

53Sexton,‘6p; cit., p. 31.

. 543. McVicker Hunt, "How Children Develop Intellectually,"
Chlldren, XI (May-June, 1964), p. 87.:
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'punishmént'léwers.éhé dignity and‘sélf;esﬁéem~6f-the child, énd_
the culturally deprived child already has enough-deprivation in
his life to have a low self-esteem.”® Whatever tﬁe implication

- of physical punishmen? for the lower class child, the fact ¥e;

" mains that this type of punishment is quite different from the
discipline that is administered in the school. Thus, the child
is faced wiﬁh yet another cultural differepce between hié home ‘

training and his school learning.

There are also ciass differences in child training as to
the age at which cbildren assune respc:ms;J'.bility.5.6 The lower

class children develop responsible behavior later than the mid-

dle class children. The lower class children do not learn to

. work as early, but they may quit school to get-a job earlier

(this is also due to other factors). The lower class children

do not learn to walk as early, help their pérents with younger
siblings as early, og produce individual achievements as early.57
In short, the lower cléss children fail to develop to their

:‘fullest potentials in areas.of responsibility neceséary for

later school achievement.

Parents in the culturally deprived home.-- It,is.generally

55Honin§man,,og. éit., p. 434,

>6pavis and Havighurst cited by Honingman,'lqc. cit.

57

.
..

Ibid. | | o
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agreed_théf“a child's redrihg.is_gréatiy influenced byutﬁé

j.partiqular cultural pattern to which he is exposed.58 Children
learn their cultural ideas from their paxents and peers,59

since children are a reflection of their parental attitudes,

60

oy v

‘understanding, andAskills. Consequently, children tend té bé.
cast in the imége of ;heir parents.sl_

-In«the'home, parents unconsciously prepare or fail to pré~
pare their children for school,.62 Parents must give their |
children §h9 folldwing: food, clotﬁing, shelter, rest, compaﬁ-
ionship, security, affection, a sense of belonging, status, a ? . 1
. desire to learn to adjust to new situations, and a need to ex-
press and develop internal fesoufces. But parents also have ani
important responsipility inAhelping their children make thé |

transition from the home to the school. This latter responéi- .

biiity might include the following: helping the child to learn |
to be one of a group; helping the child to establish habits of

sleeping, eatihg, apd eliminating which are in agreement witﬁ B
the school day schedule, beﬁore_the child goesAto school; pfo~f

t viding for a physicalléheckﬁp; giving the child the social

58Béﬁ§hmﬁn:and Welsh, op. cit., p. 150. - : 

_Sgnavis, Social Class Influence Upon Learning, p. 12.

-

Sexton, op. cit., p. 106. 61Ibid., p. 10.

60

62Bréckenridge and Vincent, op..cit., pp. 70, 91, 154:
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.E'ééﬁ£ac£§'6ﬁ£éiae the home £ha£'he‘neéds béfdie ﬁe étarts:£é.‘.
;‘schooli and supplying a home atmosphere in which the child can
reféroup his energies for the next day at school when the child
starts school. | |
A final, but all important, responsibility of the parents%
is to help the‘child learn the culture in which he mﬁst'attend'
sehooi'and iatef'gain a career. School is a culture all by it~:

self and when parents fail to prepare‘their children for school,

the children's developnent is disrupted and the hopes of his ﬁ
early life are frustrated by failure in school,63
‘All of these ideas as to what parents should do for their

children are more likely to fit the idea parent. In the ter-

. minology of Deutsch, these would be the parents vho are concerned

and active in their child rearing.%% But the parents of cul-

turally deprived children are more likely to fit Lewis's
third description of parents; that is, parents who are neither
" .concerned or active in child rearing.65 And if parents of cul-

turally deprived children dd not fall into this group. perhaps |

- they would fall into the second description; that is, parents

63Ericksc'>n. op. cit.; p. 259.

64 Hyland LeW1s, "child Rearing Among Low-Income Fami-
lies," Poverty in America, ed. Louis A. Ferman, Joyce L.

. Kornbluh, and Alan Haber (Ann Arbor: University of Mlchlgan
. Press, 1965), p. 345.

651bid. i .
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~ who are concerned about child rearing but not‘adﬁivéiin child

-rearing.66. |
One recason for the lack of concern or activity on the part
of parents of culturally deprived children is that the parents ;

themselves are culturally deprived and are cut off from the

mainstream cf opportunity in society.67 Not only are these

parents'un4educated themselves as to cultural understanding;‘
they are also lacking enough understanding to'help their chil-

dren to go much further than they themselves went in scho_ol.68

.
H
R P T T e i e

These parents are often embarrassed about their own lack of
education and social status, and thus, they may feel uncomfort- %
able, unpleasant, and self-conscious about their general social

behavior. For these reasons angd others, parents of culturally

deprived children do not join many social institutions and do

not'participate in many social activities.69 They are often

afraid to visit tﬁe school because they fear that éhe teacher
;' : will be critical of their_social behavior or critiﬁal of their‘
i~child's beﬁavior.v
.The pé;ent 6f'£he qultﬁ?ail&idep¥iyed child is also un-
eduipﬁed to help the:child.ih his éducﬁt%onai.endeaVQIS outsidé.

l tﬁe-school setting. - For Example, when the child suffers reédiné

| :GGIbid-, 67Hosley, op. cit., p. 179. .
! A 68 k o : . V
Coe Paba, op. cit., p. 159,

n R $9gexton, op. cit., pp. 108’1094w»~um*:n;m“w“mwm“~w4-vaw;mgwn,;
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disﬁbiliﬁiés, thé béfeﬁt ismaftén'ﬁnablé fo help ﬁim;7o
iue'to thc parent's own reading disability. Furthermore, the
parent is not equipped to make use of community resources out-
side the public school setting. For example, if the chila.has
a readiﬁg disability due to the lack of books'in the héme (and
a hoﬁe environment that is not conducive to reaéing when books
are available), the parent cannot teach the child to use the
public library because the parent does not know how to use it
himself. |

A particular pxobleﬁ arises when discﬁséing lowver class
_parents and child rearing practices. In culturally deprived
families, over one-half of the children live with only one par-
ent or are otherwisc living in unstable family conditions.’? |
lEven in family situations where both parents are present, the
mother is often erking during the'major part of the day.

There are several things to be cénsidered wvhen this occurs:
mothers are often unduly tired; irritable, and impatient; chil-
dren feel neglected and are;neglectcd; children feel lonely;

children are without supervision much of the time; mothers

can't share the school eXpérieppes,withutheir children; mothers

can't care for the physical needs of their children; and

~ 701pia. pp. 32-34.

1l .
Krogman, loc. cit..

ﬁerhapsvuv‘v:
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" ‘mothers can't teach their children correct social behavior. 2

--This is tragic when one considers that the lower class family

is femaie based.in the first place.73 " In such cases, if the"
children are to receive adequate care at ail, it'often has to bé
provided by-the community at large or by social agencies in the
c;ommunity.74

When children of'any'cﬁl£ure are not given the love'and
care that~§pey need, their capacity for.fespondigg emotionally
may become narrow and negative.75 Their capacity to respond in
other ways is also stunted. 'Thus, they do'not have the fregdom‘

to think, act, explore, ox create as non-culturally deprived

children. Nor do.they have the capacity for.responsible'de-

. cision-making, or for dealing with the consequences of life.

conclusion. -- The home of the culturally deprived child
does not lack all experiences that are needed to teach the chilgd

the cultural lessons necessary to learn how to adjust to school

72Lois M.'Sﬁalz,_"Effécts of Maternal Employment on chil-

“dren: Evidence from Research,” Child Development, XXXI

(December, 1960), p. 752. '

T3gerbert J.'Gans,'“Subcultures and Class," Poverty in

'América, ed. Louis A. Ferman, Joyce L. Korxnbluh, and Alan

. Haber (Ann Arbor: University of Michigan Press, 1965), p.-30511

74g) jzabeth Herzog, Children of Wotking Mothers (Washing—'

‘ton, D. C.: U. S. Government Printing Office, 1960), p. 20.

75gertrude L. Hoffman, Day Care Services, Form and Sub-
stance (Washington, D. C.,: U. S. Government Printing Office,
1961), p. 20. '
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and to life,’0 For,éﬁamble, the lower'claéé hoﬁéhérbviaeérf”»“

- many sibling relationships. There is some security in'the_ldwer l

[ - i

class home, merely from the standpoint of numbers, if nothing
. else, since the féﬁily can become a small world for the child. % ;
" Thexe is mbre time spent with relatives., 'Theré is more time
f'spent with siblings and more relationships developed within theE
fémily; therefofe, there is less anxiety over the birth of a
new‘sibling. Furthermore, when the lowér class home is "bréken",
it does not necessarily follow that it is also disorganized.77
But beyond these féw advantages, the disadvantageé are
humerous in the culturally depriveé home. The culturally dé~
: brived family environment handicaps tﬁe children in experience N

for learning in the home, in general background experience, and

in the equipment to develop their fullest potentials for useful

and productive living in later ljfe.

Details of Cultural Deprivation

Intellectual Deprivation.-- Intelligence is neither fixed

nor pre-determined; it is éontinually changing as a_reéult of

the accommodation and assimilation involved in the individual's

. _encounters with his environment. The concept of pre-determined

~ 76Riessman, op. cit., pp. 36-45,

171pig.
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- ihtéilic;;éﬂcé had its xoots in Darwinism, and ‘\'va.'é: 's;upp'érfed'b'y o

C. F. Wolff and othera.78 But more recent concepts declare
that intelligence is more likely to develop as a result of the

;-continual environment-child contact than as a pre~determ1ned | 1
entity as was once thought. .
VVerious studies have shown that intelligence is a product i |
of the traneaotion benween the inoividual and his environmentai:
stimulation.!? TForemost among the leaders of the men who con- i

ducted such studies was Jean Piaget; the studies of Piaget are

moxe widely accepted than perhaps any other study. The follow- -

bt el

ing comments in this introductory section on intellectual

deprivation should be attributed to Hunt's presentation of | 1

pPiaget's studies in Hunt's book, Intelligence and Experienoe,BO

unless otherwise noted.
Intelligence is dependent on the experience that one en-

counters;sl Experience (that is, encounters with environment)
is continually bulldlng 1nto the child a hierarchy of operations
for process;ng 1nformat10n and for coplng Wlth 01rcumstances.
Therefore, the more experlence a chlld has, the more mental

Operatlons he can perform, and thus, the more 1nte111gence he

78Hunt, Intelligence and Experience,-n. 348.

'79Taba, op. cit.,Ap. 151.

8OHunt, Intelligence and Exgerience,'p. 247£€F.

8lypia.

- o~ tera e . m e amee e+ W . st ishte we e s




e T AR AR T R TR A AT R T A T e e

A iClah ades 2 e bk A a ® d
. N

. has.

P S e e atieni. tumes we S e@ -t ew - ee oW o Se

40

It is important that the experience that one encounters

' matches his internal organization (that is, his already present

" hierarchy of mental operations). When the new experience that

thé qhild encounters matches the child's mental dévelopment, then
the experience is an enriching one.’ But vhen the new experience
that the child encounters does not match the child's mental
development, then the experiénce is a depriving one,

Both behavior and intelligence are determined, then, b§ |
central processes which chahge with experienée. Early éxperi-“
ences‘regulate the rate of intellectual development and the
final level of intellectual ability. If the match'between early
experiences and the new expériéhce being encountered is unequal,.
then the child is likely ﬁo feel deéspair. If the match between
the early experiences and the new experience being encountered
is equal; then the child is likely to feel pleasure.'

Early experiences are vital to the development of adequate

-intelligence, but the exact inportance éf these ecarly experi-

enceé as to their pérmgnent affect on intelligence remains to
be seen. Nevertheless, it is important that parents hbt; in
essénce} ask £heir children to grow their own minds. Rather
the expériences'that the child encounters in his environment
sﬁould be goverhed by the parenés so as to allow the child to

achieve the maximum learning and inteliigenée. Through such

s e @ e W Wt s 4 sw s tia eEmw e e S W SO B A = S me
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regulation, it is quite possible to obtain faster and higher
irates of intéiiigence over a‘ﬁeriod_of'ti@c. This is not to'be'i
;confused with pushing the child, for if éhe experiénces that‘one:
jpreéenﬁs for the child match the expéfiméntal background that |

.the child has already acquired, then the new learning experience:'

A%

'will be a pleasurable ore. Piaget acknowledges that the_settingf
‘;up of thesg matcﬁed experiences would be hard, but he extends a

.challenge to the behavioral and educational sciences to do so.82

Piaget is not the only holder of this experience viewpoint'

‘of intelligence. There is a growing awareness that a number of

~ children in poverty stricken areas have difficulty all through

.their school experience because of their laqk of intellectual
‘stimulation in early life.83 It is generally agreed that de-
:privation in experience causes a éorresponding depfivation in
finteliigence.“ Hﬁnt states that impoverishment in the early
.;ﬁonéﬁs of life of experience that is intellectuaily stimulating
‘can slow intellectual developmént, and that the effecté tend to

bé'permanent as to the present and potential ihtelligence quotient

‘unless some intervening force introduces a larger variety of ex-

?perienges.ss Other studies have shown that enriched environment

821bid. 83H6$1ey, op. cit., p. 175.
84

Hunt, Intelligence and Experienée, p. 306.
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" "could raise the intélligence,level of children,86

It would seem that the literature supports the postulation

iof Piaget and others that intelligence is affected by exparience.
The literature also supports the postﬁlation that a deprivﬁtion
;of experience will tend to cause a correspondiné deprivation in
tintelligepce.

Intéllectﬁai depfivation in the lower class.-- The lower
class has proportionally fewer intellectually superior class

‘'members than the middle orxr upper class;87'the intelligence of

‘children corresponds positively to their parents' soclo~-economic
:status and to their parents' educational level.88 adults and
.children from higher socio-economic homes do better on intelli-

‘gence tests than do adults and children of under-priviledged

"homes; but under age one and one-half years,'this is not entirely

true.89 Tyler states that farmers #nd laborers score lowest on
‘intelligence tests, and that urban children score higher on in-

.telligence tests.thap rural children.90 _Thege and other studies
é point out that intelligence is related to experience which is in

‘turn related to ~cio-economic status or social class membership.

‘BGKawin, op. cit., p. 161.

87Anastasi, op. cit., p. 522.
88pyler, op. cit., p. 473.  8°1bid., p. 321.
80ypid., pp. 315, 319.

-
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| "_Oﬁe of the reasons for this difference in intelligence:
ievel between social classes, and»between urban and rural groups
1s that the culturally deprived children of pre- ~school age lack |
the opportunlties (experiences) to develop thelr potentlal in—
felligence. However, when glven the opportunity, they may have
the capacity to develop and even raise their 1ntelligence. Lower
clavs children aré deprived 1ntellectually 1n that they do not
have the environmental variety of experience, and in that the
environmental expérience provided_is not given in an orderly
ﬁanner, to help them develop the learning eguipment necessary fof
';chool and life. This affecte both their formal and informal
1earn1ng.91 As to formal learnlng cqulpment, the child does not
gevelop the perceptual discrimination, the attentlon span, the
use of adults for information seeking, fhe expectance of reward‘
for learning, the ability to delay gratification, etc. that he.
needs to master formal educafion. As to informal learning equip~'
ment, the child does_nbt deveiop the 1ahguage—$ymbol system, the
environmental information, or the concepts of comparison and re-
lat1v1ty that he needs Lo master 1nforma1 learning.

The greater the variety of stlmulatlon and the number of

situations which challenge modification of conceptualization, the

91 ' '
Degtsch, op. cit., p. 359.
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“méfé”ﬁébiié”ané'difféféhii;téd.the méﬁﬁéilétéuéfufe gééoﬁéélgz-
';Thé.ﬁoréwa'chiid hears,,sees; and interprefé;qﬁhe more likely

he will want to sce and héar, and the more'hg will get-froﬁ what
_heISQéé and'ﬁédfé._1The greater thebéarieéy'of'iéaliﬁyisitﬁaf;oﬁs
"with which £he child has coped, the greater hié.ability to cope
with new situations. But this variety can be drasti@ally limit-
;ed by the child's'ehvironment if the environment lacks intellec—i

‘tual stimulation. Conversely, stimulus deprivation results in

_:aAlow experience of varicty of culture, therefore, tending to
iprbduce non;vafiety of ihdividuals As the individuals have less i
‘stimulation to choose from.

. The slum life is particularily dévoid of cultural and in-
itellectuai stimulation, and the opportunity to manipuiate and
'experiment with objects is extremely limited. The restriction
in the variety.of input (experieﬁce.made available to the child):
 1imits fhe-output of the child in ékpression, aﬁd_rgduces.his
'precision and ability to pergeive,relationships and abstractiénsv
isuch as size, éhape, distance, and time. In any community life,

‘the well—being of the child depends on his deveiopmen£ of a cog-

4

‘nifion'of reality; i.e., he must see reality clearly and be able

3

- .

to control it in somé way.9 In a culturally deprived home,. the

'92Taba, 6E' cit.,-p;’151. :
93, ‘

Honingman, op. cit., p. 41@.
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':éhila'isAnot'provided with thé ekperiencés to dévélop'this éég4 '

"nition.-
Théugh'iﬁfants in families of low socio~economic status do.
‘not stfer greatly in intellectual Cep;iéatién‘inithe first fedrh
of life, the over-all cultural deprivation is eﬁidenced by in-
tellectual deprlvatlon in later years.94_ By age two, the crowded
illVlng condltlons that usually accompany lowex class housxné be~;
~gin to'hamper the child because the child begins to get in the
way of adults who in tﬁrn become aggravated and'festrict the
.child's movements; asfa result, the locomotor and manipulative
Vdevelopment of the child is hampéred. In the second and third
;year of life, the child learns that things-have names and begins
%to ask questions; ‘when he does not get any énswers or gets'in-
adequate ones at best, further questioning and exploring of life
is inhibited. Also at this time, the child needs toys, with -
ZWhich to play and master, and he also needs parental modeié to
begin to imitate...he does not have an adequate dose of either
in the culturallg deérived home. If the\deérived conditions exist
into the fourth.and fifth years of life, the effects of depri-
‘véﬁion are destined to become somewhat perménent.

Deprivation in specific areas of iptelligence.-— Intel-
lectually, the culﬁurally deprived child is deprived in.various_

'ways. There are few visual symbols in the home on which to .’

P

?Qnupt(jlntelligence and Experience, p. BQSa
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‘ilbui}d)intellectdéi_stbblizatidn.QS  Tﬁére éte'ﬁb objectsmdﬁ"'m?
‘.?interest on the walls or in the bpusef and if.objects are éresent, -
they are usually colorless. No iﬁdividual training is gifeh
}beyénd the mere necessities of life, and thexrefore, the culﬁurai;‘
'fly deprived'child has few 0pportunitiés for pegception to develoﬁ

]

ior to deve10p learned means. of manlpulatlng hxs env;rqnment.

The audltorylstlmulatlon in the.culturally deprxved home
:is poor.96 The environment is noisy and confused, and most of
-the sounds that come to the child's ears are non;meaningful, es-
pecially if he lives in a noisy slum area. The child is not
‘stimulated to conversation in the home, and he usually does not
}have to pay strict attention to what iélbeing said since he

.receives very little informational data or auditory feedback

from his parents or other meaningful adults. Since he recelves
:no feedback, he is not corrected ph his enunciation, pronouncia-
tion, or gfamméf. .Auditory deprivatioh usually‘inflﬁencés formal
;sghool performance as.the ch?ld,is usually. not attentive in .
;schooll in sdhool,'the auditory deprivation alsé shows up in thé‘
child's 1elat1ve unresponsiveness to qucst;ons. HSweéer, as the
'fchild dincreases in age, 15& in audltory‘expérlence, the dszerénces-

in hls.audltOry abxlxty'and that of the middle class child's

'95DeutSCh, OEZO Cito 7 .po 360. ‘e *

961bid., p. 361.




'usua]ly decreases. _ o S -

' ‘culturally deprived child.
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The memory of a culturally dcprlved Chlld depends; as thh
‘other children, on his pre school 1nteractlon with hlS paronts
‘oF w1Lh other adults as adults 1ink the’ past and the present for
ichlldren.97 Therefore, the chilad is depriveo here as in Ouher

‘areas. He 1s less stlmulated to retatn fhoughts or to devclop

-.fmemory, and he is usually presentwtlmc oricnted. Furthexmore,

he often has almost complete dleregard for time, another reasonv
:for his poor showing on tests. This disregard may result in his
ibeing late for claeeee and in his geuting into hrouble-with the
teacher. | |

Rewards for performance, a strong motivating factor used
by teachers, are lacking in the culturally deprived home.98 The
‘assignments in the lower class home are concrete and motoric;
and, if rewards are given at all, they are aiso concrete and
;motoric. Therefore, the;child’ie unfamilier with the‘teachef's
‘practice of glving conceptual rewards such as compllments or-
grades. Such concepcual revards do'not motlvate the 1ower class
'chlld as they do the mlddle and upper class Chlld

The devclopment of language is a spec1al pnoblcm for the

99 First of -all, he has no adults

- present for sound information or convérsation, and when adults

oo -

*T1bid., p. 362 98ybia. 991bid., p. 363.
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'“Tére.ﬁiéseﬁt'ﬁho één Sﬁppij ihfbxmatién; éﬁéyudéhﬁbf‘éﬁcpufage.
?the'child's questions. Thus, ghildren-from”thgse homes do not

Elearn to formflatg questions; th%?'if a?ﬁgfinite }ia?i%}ty_igé
éschooi. | - | - |

The érobleﬁ of language éévelépmént isvfurther hiﬁderéd-bi.

~_ithe frequent  incorrect labeling of thg.envﬁxonmentfand,oi ex—.
épgriences.loo Often; this indofrect‘iaﬁeling is doné by the
;adults themselves; and, when it is done bf.the childrén, theré
;is usually no corrective feedback from the parents. The imppr-i
itance of correct labeling_and correct language usage cannot be,,{'
:oﬁer~estimated, as sixty to eighty per cent of the school com-
;mnﬁicatiop~is verbal. Perhaps another reason for the poor lang-:
iuage development of the culturally deprived child jis that lower |
;class childrén learn to handle things rather than symbois...

-

_'thefefore, the family does not emphasize language development.101

And since the development of language in lower class children 1s

overlooked by their parents,1°2 it is not hard to see why chil~

“dren do not have facility in this area ‘of school -
f - "_ There are other rcstrlctlng factors 1n the lover class as f

®

--¥°°1bid., p." 364.

. e e

101Robert J. Havighurst, Developmental Tasks and Educa-
t1on(New York: ‘Longmans, Green, and Co., 1952), p. 28. .

' 102Vera P, John, "The Intellectual Development of Slum
"‘Children: Some Preliminary Findings," The Amexican Journal ot
Orthop ychlatryjJ XXXIII (October, 1963), P 815.
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-

far as language development is concerned. Books -are usually un-

~available; the family rarcly travels to any great extent; the

; éarénts are poor models; the children often eat alone; there

{~ié little verbal stimulation; and there are few interpersonal

ﬂirelationships of significant vélﬁe.loB Also, the lower class

language is simplier, has fewer adjectives and phrases, has fewer

" complex sentences, and involves fewer efforts to explain word

fmeanings.l°4 Children from lower class homes are apt to have

- various linguistic disabilitigs.105 They have limited vocabu-

- larities, poor articulation, and poor syntactical performance,
-all of which are evidenced in their tendency to use short sen-
. tences with faulty grammar. o ?

There are other pecularities of the language usage of the

| ' 106 . .
. lower class. Their speech is often associated with a particu-

“lar posture or activity. Their speech often follows a rhythmic
pattern; it is often repetitious. Questions are often asked
in informal'cohversation, but they are asked for social contact

'rather than for informational purposes. Word usage is often

103

W. E. Martin and C. B, Stendler,.Child Behavior and
‘Development (New York- Harcourt, Brace, and World, Inc., 1959),
.p..Sll - . .
; 104

Havighurst, Developmental Tesks and Education, p. 30.

1osfiunt, Intelligence and Expérience, p. 87. )

]

Harriet M. Johnson, Children in the Nursery School
(Ncw York John Day Co., 1936), p. 102
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| assocxated Wlth meanlngs thaL recall sensory or motor - functlons.,

'langpage often deals with acL;v;ty or experiences. Statements

are brief and usually concern relation of certain episodes or

' happenings. A need to bé represcnted in all things is oftén

iseen in the manner in which the lower class makes use of language.

tThere is a rhythm between the body activity and the language re-

'-;o.o " . .. - * e . . e - . . . o ".,---.-.

‘actions. -

Language, to have meaning, must be based on real experi-

jences.1°7 It is through activity that the pre-school child is

:moéivated to develop and use language. It is through discussing.

of activity that the child comes to know something about problem?

solving, the physical-geographic-geometric world, his self-

‘identity, his perceptual accuracy, and other bits of general

knowledge (for example, the school age child should know his

first and last name; the address or city of his residence;

‘some number relationships; and differences in near and far;

.high and low). .But even in some of these areas, the lower class

child is simply not prepared. 108 ‘This lack of preparatlon is
1regretable because to understand any culture 1n whlch one 1s _

called upon to;};vq, one must flrst nnderstand the langqagg of,

.phat*eulgure.%og Programs are needed which will give the

107Hosley,'op. cit., p. 178.: - S
108Deutsch op. cxt., PP. 366-367.

logBreckenrldge aﬂd Vlncent, op. ch., P 321. 3. |
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*'pre-school age cultuxally deprived child'trainihg‘in!language;tjf o
é'usage:llo partlcularly the 1anguage of the school. ferhaps..
zsuch programs can help to make up the total lntellectual de~‘
;prlvatlon of the cultu;ally deprlved Chlld. | - | L
Language is_closely connected with reading abiiitj for the
. zschoel_childf‘ The.cultugal}y de?riﬁed child lacks sufficient |

- ;language and reading-skills to prevent his failure in schOol.lll

' He is often overwhelmed by his inability to differentiate and
,conceptuallze experlences that he is required to read, and by
%hls 1nab111ty to acquire the verbal arltculatlon that the school

jprpgram'demands. He also lacks the ability to perform in a dis-

. ciplined reading groupollz In short, he simply cannot master

E . skills in acculturation while handicapped with a lack of readi-"

_ness for reading in the first grade.ll3

Implications of intellectual.deprivation.-~ No culture.

;can fully provxde the variety of experiences needed for a full

‘-

:development of the intellectual potential of its members, ﬁut;

g ; ~_;if a culture could do so, it would raise the average intelligence

114

{level of its members consxderably. Nevertheless, it is a o

-Echallenge to try to manlpulate the environment of chlldren in

i - ;- l1°Mart1n and Stendler, op. cit., p. 513, : o . '
2 111R1essman, ggL_gig., PP 4 5.
112Tabal .OPO. Cijt- ’ P'_- 150: '113Ibid., p. 155.

1 . :
"m}wébeutsch, op. Cit., Pe 364, . e
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PR L

" buoh & way s to upply the cultural needs that are necessary
;er £q;1}intellegtﬁal developmeﬁt; it isyﬁéll kﬁown,#haﬁ Whéﬁf
fch;nges occﬁr}in the educationai and culturél facilitieS'bf a
ic;csmxmiumtt:y"-,~T‘tbe::‘e' is & cééfe'spona-ing- rige in in’téliig'encé test ‘
fscores of the members of that éame communi ty.}13 I &

While all chllcren in ‘11 classes Wlll not achleve the

‘Jéamc,aall‘chlldren in aii class;s.sﬁoﬁla be é;véﬁ -an eéuél op~ .
vportunity to achieve by removing the diffgrenqes in social class_
:through the processes bf educatién and environmental manipu-
latn.on.ll6 The Amerlcan educatlonal systég has never really’
sought to f£ind the "SpGlelC inadequacy" of cultural deprlvatlon.
‘W1th a view to overcomlng this inadequacy through education,t1? ;'
;Wellman has done some research here;lls the.following péradraph
:concerns Whét he fouhd.

Within certain limits and for Ehildren'of superior native
:enddwment,'intelligence is modifiable by enviibnmental'cbnditioné.-
;In a study of pre-school programs, it was found that c¢hildren whé
:attenQed the a;1~day sessions of the pre¥séh§ol program made
;grééter gains in intelligencg than #hose ch;ldren.who attended -lé

. the half-daY‘sessions;_ Here, the greatest gains were made by .

llsAnastasi,_ép._éit., ﬁ;,212

llGKawin, ob.'cit.; p. 103. 117

1188. L. Wellman, "The Effect of Preschool Attendance - )
Upon the I. Q.," Journal of Experimental Educatlon, 1 (December,

v - i
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"7ch11dren in the lower range of 1ntclllgence, probably because

i of thelr tremendous lack of background enperlence, Flnally, Chll”'

dren who attended the pre~school program for two or more consecu-

tive years showed a marked increase'in intelligence as determined

fpy tests administered over a period of three to nine years;. these

. .same children failed to gain in‘intelligence_ﬁnrlng the months

that they were not attending the pre-school“brogram,'
It should be clear, at this point that the culturally de-

prlvcd child is 1ntellectually deprlved and that thls 1ntellec~

tual deprlvatlon greatly affccts the chlld's chances for success

in school. If the intellectual deprivation is great enough, the

child's chances for success are almost negated for 1ntellectual

deprlvatlon affects, and is affected by, other details of cultural

deprivation.

Social Deprivation.~- The United States has a-ranking of
social.classes which is determined by priviledge, and onpo;tuni~

ties for social learning are limited by the pressure of the higher

119

social'gfoups. The various social classes differ as to the

opportunltles to form intimate soc1al relatlonshlps w1th any

. . .

'other soclal class of which they are not a member. The middle

, class probably has'the_g;eatest opportunity'to form intimate re-

lationships with people outside their social class; ° the lowet

e

§ | 119Dav:xs, Soc1al Class Influence Upon Learn1 g pp. 4-11.
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cJass probably has Lhe loast opportunlty to form intimate re-

latlonships with people outside their social class.

There are reasons for this lack of 0pportunity.' When par-

ents find’ that.they cannot mect their children's needs, éndaﬁﬁénf

. the family group . .experiences do not meet the children's needs,

parents can go outside the home for help in meeting the needs of
their chn.ldren.l20 The communlty offers various opportunlties‘

'for children to have their cultural needs met, such as through. .

1, 121

:the church, the mass media, and the schoo The community may 

offor specmallzed sexvices to chlldren, such as specxal group

122

‘activities for children. But the point is this...the lower

‘class parents are usually the parents who cannot meet their

‘children's needs; the lower class family group experiences

{candot always make up for the'unmét needs of the children; and

Ethe lower class parents are usually the parents who are not too |

enthusiastic or capable of utilizing the community's cultural

- resources to the fullest. 'In'Short{ tﬁey'cannot make use of

the few opportunities afforded them to move beyond their social

120Jamcs R. Dumpson,.“The Place -of Day Care in Meetlng
Chlldren S Needs,“ Child Welfare, XLIII(April, 1964), p. 185,

j '121Martin and Stendler, op- cit., p.'12i,
; 122y5061a 6. Gilfillan, "Day Care as a Tnerapeutmc Service . .

. ‘to Preschool, Children and Its Potential as a Préventive Service,"
b Child Welfare, XLI (November, 1962), P. 411 - :
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'elaee‘ior'intimete'xelationShips;vith members 6f'¢£héf sooial.
. classes.

- So it is evident that the culturally deprived child is not

' Hfas socially stnmulated as. the non- cultnrally deprived child 123 )

-'?hie lack of:social stimqletion:causes,problems in.varlousuareae

- in the child's life, and one of thcse 1s in school As long as'

the social deprivation of the culturally dcprived Chlld is neg—‘

_leeted, the child faces the prospect of sevcre failure in schbol.

-.But‘to get to the bottom of this problem, one must first relieve

sOme of the social pressures that are interwoven with cultural

1G. 124

deprivation and the culturally dcprlved Chl

Social deprivation in the home.-- Ideally, socialization

‘should begin in the home. The home is the place for learning the

‘social aspects of giving and receiving, of_gaining control over
125

one's self, and for general socialization. Any child, cul-

:turally‘deprived or not, will gtow up with'soﬁe perceptions of

?Whetqhis social,life.should be like, riéht or wrong though they |

be, because of the natural socxalizing tendencies of the home.‘
However, the problem of s001al oeprivation eXists in that -

the socialization'that any child ;eceives in his home is dependent--_

. 123Martin and Stendler, op. cit., p. 287-295.

124H051’eyl OP' Cit"l P- 179.

y :: lszrecken;idge and Vincent, op. eit., p. 154.

*
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on the sociallzatlon of his parcnts (on what they percieve pr0per :
:socialization to mean) whlch in turn is determined by the cu1~

" tural and subcultural identlficatlon of his parents.126

The
‘isociallzation of any chila deﬁends on the‘comp031t;on of his
ifamily, the.child's rélationship to his parents, the,presenceg.
-;o? apsencg of one or_bqth.parents,'whether‘thg parents themsglveé._
?are;from:urﬁén or rural séftings, and tﬁe'ethnic idéhtificafion |
de the parents.127 | | |
‘In the process of 3001allzatlon, the chlld mustAlearn what
;behav1or is and is not appfoprléte in varlous‘settlngs. 'But'the-
Eculturally.deprived child receives few lessons in what behavior :
;is appropriate for the classroom at school. In the slums, for |
?example, the child learns to get a}ong socially‘by Knowing ﬁhat :

d,128 rathér than by knowing how to get along

‘and whom to avoi
‘with various circumstances and various people. in essencg,'he
:often learns to avoid socialLy uﬁcomfortéble sifﬁatidns;.suchtaé'
u }schoo1,-rather than-;earhing.to adabt to~the'many #oéial-situa-".
";tioﬂé that the schdol'pfesents.
Effects of SOEial depflvétlén dﬁ schooi pefformance.-~

;When social contacts.of chlldren are delayed too long; the result

L

Baughmaﬁ and Welsl, op. cit., p. 151,

’127Martin and Stendler, op. cit., p; 305, . | ;'. .o

126

128%” pp._416;4;7. . ' BT
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" ‘may not be noticeable until the school years when the socially

-deprived children meet non-socially depfivéd children.129 At
“this poiﬁt, the socially deprived children often develop a.feel?
w:'ing 6f‘infér10rityi become diécouxaged, and withdraw.into them-' 

?selves oxr ffom school completely. The imporfant thing to noté
hele 15 not that the culturally deprived children have partlcu- ;
larly bad social behav1or, but simply that'thelr 5001al back- :
;gréund experience is so vastly different from the school's
taécepted mode of sociél behavicr -that the socially deprived
'childten are not akge to'achievé the';ame socialization that the:
<jschool requifes or to make up the éocial distance between them;
:selves and their non-socially deprived.classmates. The relation-
jéhip of cultural deprivaticn to poor school adjustment is gréat
:ehough to demonstraée.that the culturally deprived cﬁildren are
unable to make pp'the cultural differences in socialization.130

| The school itself is a narrow seieﬁtion of educational |
;values whigh seeks to prepare childfen for a few highly selectivé,.

131‘ The experlences that befall culturally

traditional skills.
deprlved chlldren are not even tbe same as those of the mlddle
'class core culture, muqh less the narrower select;on,of mlddle

‘class core culture traits and skills' that the school seeks to

_f . lngreckenfidge and Vincent, op. cit., p. 353-354,

.13°Hosley, op. cit., p. 175.

.131Dav15,180c1a1 Class Influence Upon Learnlng, pp. 80- 91..m-
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fteaEh;”'Fnrthetmere, thennetsonewdoing.thevteaehing,:tne.teaehete“”
%tnemeelnes, ane nsually of'the middle class enlture and thereaare
foften gaps of cultural understandlng between them and their cul?
“'turally deprived students.¥32 - S f':' 'Jf-tn f"
When the child does not develep‘the degree of socialization
.irequired by the school he is apt to find school an unpleasant
‘1exner1ence. He.flnas that the thlnge that he 1s.recu1red to
‘learn and the behavior patterns that he is expected to perforn
are strange, unreal, and uninteresting. Ae he begins to fail in‘
hhis schooi'exneriences; he mag.denelep a negative selffimage.annv
;most eertainly a negative social self~image; this image becomesi
‘harder to erase as the child grows older.}33 {
| The culturally deprived chila may_feel.that the sociaiiza—:
‘tion required by the school calls him into confiict with his
jhome socialization, and it often does.l3% The school sociali-
'zatien may, in effeet, call upon tHe'ehild te'denonnce botn
. himself and his parents, his old way of llfe, his attltudes, hls
_values, his emotlons, and hls‘self esteem. | o
'- Teachers grow 1mpatient with socially aebrived.children ae
. .~they advanee in school age; In the flrst grade, soclally deprxved"

chlldren are often descrlbed as “cute"; "warm", and “expr8351ve",

: - ‘132Martin and Stendlef; bp cit., p.'357 )

133Deutsch og. 01t., PP. 367 368.;

:
t
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'-but when thcse ‘same chiidren are.describcd in later grades, they.i
.fare described as."cold",."angry", and "paSSlVC".l35 Such des-
Ecripticns as these may'indicate that teachers find the very .
:young socially deptived child's behavior to be-interesting and

. ;ée;haps.amusiag; but as the.chiid_érows clder.and the diffex-
feaces between his social behavior and the social behavior ex-
'{pected‘of'otaer:ctiidrea hie>a§e increaeee, tﬁé teacher fiaca'u

that the child becomes more irritating thaafinteresting and per~'
‘haps more annoying thaa amusing. o ‘

’ScthIS} one solution to social'deérivaticn.~? in scme
;form or iashion, the schools must teach all of the children undex |

‘their guidance to get along with their peers.l36

Schools should'

.fﬁe able to provide at least thisfdegree of sccialization because.
the schools can prcvide: ' the institutional identification that ;

';children need, the parental-adult models that childten need, the.
rewards that children need, and the sucport tﬁat chiidren'need.
~vAlso',‘the school helps.the child to learn motivation; general ;‘.

.;knowledge, soc1a1 sensitivity, awareness of group expectancy,

3 . jgroup'rules, grouphanc inciVidual roles, and group and ind1Vidual

fdisc1plines.137 In short, the school can help the Chlld to learn

. -the soc1a1 behaVior that was not taught in the home and to achieve

~ ‘that levei of socialization which is pre—requisite to the child's

: . 135Deutsch, cp. cit., P.. 356.

-

T R AT Rl L L

135Martin and Stendler, °E' cit., p. 382. }E?Ibid.
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“success in school and in life.
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Certain conditions are more conducive to sqcia;ization in .

~school than other conditions. Primary émong these conditions
.Eis th;t the signifiéant difference in the cultural valué systemsi
.of the teacﬁer and child must be decreaééd.138 The teachex and
,thg chi;d‘muét somehow come tq have a mﬁtual rgspecﬁ for each |

.other.

If the teacher is culturelly bound to her own culture to

:thé extent that other cultures bother her to a significant de-
_?grée, then she ﬁay ﬁot b§ ab1e to teéch ﬁhe‘éulturally déprived |
ichild. More specifically, the midéle-class teacher cannot ex- _;
ipect‘the lower_class,_culturally depri&ed child to immedlately |
ilearn and internalizé the middle clasé virtues of non-aggression,
ythrift, care of property, resﬁect for authority, and habits of
icleénliness. Rather the teacher might-best seek to make up thé
fcultural éifference between herself and hef culturally deprived |
;student.by'attempting'to gradually-énd patiently socialize the |
_chiid.thxough:. p;oviding_a'good adult model, providing-reﬁards i
. ;and punishmentslfhat.aré meaningfﬁl to the child} and'selecting'

‘the experiences to be taught that are.meaningful to-the child.

Attitudes.-— The formation of attitudes is a major part

‘'of the process of social learning. Attitudes that are formed.

~ 1381p34., p. 353-354.
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' "ffrbmwthé“reiaﬁibnshipéuof the éhilé'to his.péréhfégéﬂé éiﬁlingéT?'
?are‘thé piototypes for ali later attitude formation.139 But
attitudes are also formed in relatibp to the family's possession:-
-:or hon~possession_6f wealth, to the family sup;ordination orh |
_?non~sub~ofdination to other higher social classes, and éo role
ZIéarnipg.l40 The child often becomes sécialized in light of‘pis 
:éwarenéss of'éroup différehées théﬁ ext nd beyond the.héﬁe, and.T
:the child may also pick up'some of his own groups's attitudes
.through observing the éttitudes‘of other groups toward his
;group.l4l' Though the child ﬁay'not fully undérstand the impli-
‘cations of the;e attitudinél differences, he does know that

differences do exist. _ | . o ,

nomic status than to actual ability to achieve in school,l42

jchildgen develop the attitudes that the following is good sqcialt

~ behavior: to get away with all that one can with the police and}

6l

I LI

Attitudes toward education are more related to socio-eco-

The lower class has a whole set of attitudes toward education

.

that differ greatly from any other social class. Lower class

':teaéhers, to quit school at as early an age as possible'to go to

'.wo;k,”to'distrust the school and thg schoolfsugoais for students,

: 139Honingman, og.'cit.,-p. 173.' 14°ibid., P. 435;
ot }41Mariam Radke, Helen Trager, and Hadassah Davis, "Social;
Perceptions and Attitudes of Children," Genetic Psychology |
Monographs, XL (November, 1949), p. 332, R

| 142Tyler, op. cit., p. 127. | , 3 |
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. .>Téhd to'view:womenwéna.wohénwteéohéfé_ééfinféfio#~to;mén:;43.
| Another attitudinél concern'of the lower class is their
'.;concern with jOb securlty as opposed to ]Ob achlovement or.school
.fachlevoment. .Tyler states that thls attltude and other lower.
iclass attitudes greatly. affect'the-goals that lower class parents
:are apt to set for their cnlldren.l44” Lower class ch 1dren,
-thefefore, are llkeiy to tolnk tﬁat planolng ohead in llfe is
ffutile, and they may_develop resentment toward those people who f.

;do plan ahead and who do have material.goodsl45 or better grades.

: | ' ‘As a result of these and other.facfors, lower oiass ooildréh.‘
Tdevelop the attitude, as their pokonts, that it is better to
:have ideas of changing the environment rathet than having idéas
‘of fitting one's self into the environment 146 .

People become aware of claoo.differénces through one means;
.0r another,147 and lower class‘children often regard people out-

iside their social class as having a dislike for them, as having

‘a desire to take advantage of them, or as,having'a desire to.

143

Martin and Stendlér, op. cit., p. 190.°
144 B | -

Tyier; op. cit., p. 334.
: '145Warren C.. Haggstrom, "The Power of the Poor ," .Poverty
in "America, ‘'ed. Louis A. Fermah, Joyce L. Kornbluh, and Alan

"~ Haber (Aop Arbor: University of Michigan Press,. 1965), p. 316.

s 146

Anastasi;'ogi cit., p. 514. D | L
"147Baughman,qn@ Welsh, op. cit., pp. 204-205.
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'?treat them unfa:.rly.1d8 Therefore, the lower class Chlld is L

-;llkely to have resentment and hostlllty toward peonle outside
‘his social cless ana'lmmedlate envxronment. Feeling that the
?ontsidefwotld is socinily hostile, 1ower class children often.
‘put a premium on -self-assertion and aggression.

The lower classes are concerned with elements in llfe that
iare'qnlte dlfferent from mlodle.class concerns; First of all,
zthey are concerned over getting into trouble, with either
‘authoritatian officials or thh mlddle class cxtlzens. Theé areu
iconcerned with thelr desire to be tough, and therefore emphasxze
;the physical aspects of life and try to be-as non-emotional as
%possihle. This concetn,for toughness also leads them to regard
.middie class ert forms as foolish, to regard women as inferior,

‘and to sOmetimes'become invoived in homosexual activities to

zavoid contact with the inferior sex. They are concerned with

intelligence, but not intelligence connected with the formal

. . .learning of the school, but rather with intelligence that is : .

-connected with the ability to be a good con man (that is, to
achieve the maximum from life with the minimum of effort). Learn-
';ing.connected with mastering a particular body of knowledge is_ ..

devalued. 42

: 148Sexton, op. cit., p. 93.

149Walter B. Miller, "Focal Concerns of Lower-Class Cul-
ture," Poverty in America, ed. Louis A..Ferman, Joyce L.

‘Kornbluh, and Alan Haber (Ann Arbor..Unlver51ty of Mlch*gan Press,
1965), p. 262-268, :
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.Othex concerne“offtheflower-claeS-distinquieh their at- ..

ititudes from those of'the middle and upper classes. They are

'ooncerned with excitement; ‘that is, they look for excitement

. to avoid the otherwise dull routines of lire. Excitement jor

3 ',ithc{lQWer class mightfinclude”a.night on the -town orx flirtatione}{'if-,.i
| .,with danger which is balanced by the passive, non~dangerous

'actiVity of “hanging around" .The lower class is concerned with

fate, for they think that they are,subject to nature.. Thus, they

have much superstitution and fantasy in their thinking, and have{ |

jmuch luck involved in their gambling. The lower class is con~

{cerned with autoncmy; though not in the _same sense as the middlei Q
zclass. For the lower class indiVidual, autonony is a sort‘of |
;defenee mechanism. While convertly needing help from others and
Ethe care of an authority structure, the lower class individual
overtly shows a resentment and hostility toward the help that he:
.;receivee and,towerd the authority etructure that caree for him..'
iThis is vividly demonstrated in the school. - The lower class éhiia'
‘needs the structure of firmness (authority and care) found in
the.school but he will overtly show resentment towerd the

. .fteacher who trys to help.him or theaschool-authorities-who-try'

:to care for and discipline him;Lso " Nevertheless, the school_is ’

a good place for the Chlld to adjust his general attitudes. N

_tAttitudes are subject to change and influence by education,

1501b1d., p. 269, - T | R
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. change in'both the knowledge of attitudes and in the understand-
 ing of attitudes.
Values; -~ Values are patterned conceptxons of the’ qual;ty

‘ ;Of meaning of.human experience;x;l

values are conceptions of the
'Edesirable.152 and different -social classes have different ideas
fabout what these conceptions are meant to mean. This posgs a . .

problem for growing children;  for as chlldren grow, the culture

of which they are a part expects them to join in or to accept
‘ the cultural_values that are laid down. But some children are
;simply not able to do 80,153 One reason for this failure_to be-
.;come participators in the core culture is that the corelcultureg
] _igives off‘many varied standards of social behavior.
In the broad American core culture, peOple learn to value_>
'being "on top", even of one's own parents.ls4 But this value
‘has a different meaning for the culturally ceprived person who

“knows that he will never be on top, socially, economically, or

S ;otherwise."Therefore, the lower'class individual‘s'values'of'

Eachievement and ambltlon, axe apt to. be consxderably lower than :

éthe mlddle or upper class individual who has some Opportunity

Cer e v DAMCTERRETETL TR R TR R bl

“to be'on-top.

-
-

151Parsons and Bales, op. cit.,_p. 158. . S g -

lszlbld.' p' 194 * A- - E : i.-.‘." :- ', ". ; ...) A . )

= l53Breckenridge and Vincent, op. cit., pp. 184-185:

154 . ) o X L. |
et e e - DAVA S AN Havighurst cited by Honingman, op. cit. p..266..
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‘as "shiftless", may be an adequate response to reality in the

‘problems, and ‘more juvenile delinquency would be found in‘the

66
" Lower class values,.then, nay be qulte lncomprehenslble llu

for the mlddle class p0pulatlon, perhaps because the lower class

is responding to a culture that values physxcal, economic, and
'._cultural realltles that are quite dlfferent from those valued

fhy.the m;ddle_classﬂ;ss Behavior: that the middle class views .

¢« b3 H

lover class.

One reason for the great span of value differences is that

Lthe lower class has a value system of its own and also incor-
fborates some}of'the'values'of the middle and upper classes;
iThus, the lower'class responds to values of a wide and varied
irange. This wide range of values is necded in order to help
?the.lower class individual adjust to the whole spectrum of cul- |
‘;tural deprivation...the wider the value range, the more values
'the'lower class individual has to choose from, and therefore
:there is less pressure'to conforn'to alnarrow set of values
i(which would make the deprivation intolerable).lss. IfiitJWeref‘

.:not for this wide range of'values{.perhaps more mental health

,lower class than 1s presently found.

' When the lower class Chlld moves 1nto the school situation, -

s

- 1_55Davis, Social Class Influence Upon Learning, p. ii L

o 156Hyman Rodman, "The Lower-Class Value Stretch," Poverty
1n America, ed. Louis A. Ferman, Joyce L. Kornbluh, and Alan )

Haber (Ann Axbor: - Unlver51ty of Michigan Press, 1965), p.282ff.
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he is. asked to glve up a great many of the values that he has .

~:acquired, thercby decreasmng his range of ch01ces of values and '

- behavior and thus, causmng extra stress upon enterlng school.

_fThe straxn of school becomes greater on the lower, class Chlld

_:because most~pf the values that he is compelled to give up.are. ., .

{1ower class values, and most of the values that'he is allewed tei

.
* N> -

.keep, or take on, are middle class values. This is one of sev-

i

:eral reasons for a high proportion of school drop-outs among‘the,
' . 157 ' |

-lower class. Another reason is the fact that lower class

?ehi1dren are unable to delay gratification.and are more inter-

{ested in havingifun than in going to school (as are most children, -
gbut the middie class child is not requited to.give up ﬂis money |
.or his good times because of_schooi). Also,.chiidren of the‘lower
‘class- have to drop out of schoel due to economic necess;i.ty.:'-58

The lowet class value system does not require that the

;lowet class child be honest with anyone except his family and

neiyhbors. Nor are the virtues of. responsibility, loyality. °

;$7Riessman, op. cit., p. 1lff. ' _ |
158Louls Schneider and ‘Sverrxe Lysgaard "The Deferred ' o
. Gratification ‘Patterns: A Prelxminary Study," American Socio-.
logical Review, Vol. XVIII, p. l42ff. cited by S. M. Millex,
Frank Riessman, and Arthur A, Seagull, "Poverty and Self-In-
dulgence: A Critique of the Non-Deferred Gratification Pattern,
Poverty in America, ed. Louis A. Ferman, Joyce L. Kornbluh, and -
Alan Haber (Ann- Arbor- Un1vers1ty of Michigan Press, 1965), p '

293, T -

L
$
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"gullt over aggressxon, educational stand1ng,»self~re11ance,.1n1~
.tlatlve, or manners that belong to . the mludle class'pxesent ln::;
?Ethe lower class;159 Though it is true ‘that these m;ddle class
‘ivalues'are'widely ouhlicizeo through mass.medla,ﬁthese valucs_.E
imay not be available to the 1ower-class child in that he.is anl,;
| 'observer of the mlddle class value system and soc1a1 progress,-_
- rathet‘than a partxcxpant 160 however, on enterlng.school, he.
is not only glven more'dlrect-exposure to these ualues, but he
jis asked to incorporate them into his thinking and behaving,
':fTherefore, he must begin a rapid-aéaptation to the;culture of
jthe'sc.hool if he is to avoid failure. Often, however, the school_ - ;

_Qis not able to cut across the cultural barrier because the child

‘has had little, if'any home teaching concerning the value.of
%achievement, and this is the main emphasis for success in schooli
.Prejudice.~-. In American socialization, it is important
*to'have the virtues of'getting along with others, leaining inde-
.pendence, gaxnlng success, and malntalnlng a certaln degree of

161

Purltanlsm. But even ;n the publlc schools, chlldren are not
able to gain equal footlng 1n these v1rtues, _the lower class

chlldten'are not as popular, 1ndependent, successful, oxu_

-

59Honingman,.og. cit.,.p. 319.
160 '

Deutsch, op. cit., p. -355.

161Mantin and Stendler, op, cit., p. 175. ' e |
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L e e e e

‘Puritanical. One recason for this may,be‘tbat'chilaren‘es~§oung'f

‘as five yeans-of age are already aware of the social prejudices )

" that accompany one's race, ethnic group. or social class,162

:Thesenchildren are already aware of some of the social expectan~ .

‘cies that are .required of them.and of the.stereotypes (and ...

consequent'self~image) that mark their social class. Pe:sonality

- [T ] -

.scores are more related to social class than to any other socio-

_logicel factor, evennxacial or_ethnicfgroup,?§3

The public generally views the poor people of society with

fsome compassion, but yet they also view them as immoral un~.

motivated to the good, and childish and as a result, hostility

jis directed toward the poor. 164 mqnjs prejudice is particulerly ‘

'pertinent when public attitudes toward lower class members on

public welfare assistance are conSidered.165 The general public

regards public welfare recipients as second class citizens at
best.

-The-middle class public sees the lower class citiZen as .« .- ;

unrespectable, ignorant, and unlikely to change his mode of p.

.11V1ng.1€6 The middle class also sees the culturally deprived

'164Louis A. Ferman, Joyce L. Kornbluh, and Alan Habeg (ed. )
Poverty in America (Ann Arbor' UniverSity of Michigan ‘Press,
:1965), P. xvii.

165;

Hosley, op. cit., p. 169.

166p.vis, social Class Influence Upon Learning, p. 29. {
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':xas dlsorganlzcad (but the lower classmhave thelr own modes of
v;behav1or),: 1n a deprlved condlllon as a result of - their own
zfault (rather than seceing cultural deprlvatlon as a 3001ological'

| fcausetion problem){ and noneooal directed.(but they_are 11mlted‘
Liu goelsAdue‘to poverry).1§7avThe_middle class also.reuds.to
}look for a central theme of causation oﬁ.eulbural eepriuatlon -

?rather tban at the total scciological cau.atlon. -

. What the middle class fails to see about the lower class st
individual is that the culturally depriued have a culture all'of;
'-their own."Ib is only.wben rhe lower class indlvidual falls bem?
flow this cultural level that'he develops any social enxiety.
.Therefore, the lower class individual uay have what appears to
ithe middle class.as impoverished conditions of food, shelter,
;clothlng, and sanitation while at the same time feellng no social
_lanxiety over hls sltuatlon because he has not yet. dlpped below

_his culturally deprlved cultural norm.lssb

.The,middlesclass‘core‘culture.or;the Ameriean natiouel |
:system does ‘not provide for any regular 1ncome to pe0ple who 1n~x
;hablt_the_slum 169 Thls 1n 1tse1f may show some degree of

prejudice of the middle class egalnst the 1ower class. But here.

-‘egain, there is a difference in'cultural;understanding. The-

: 167Ferman, Kornmbluh,, and Haber, °E° -cit., p.'313

168Dav18, SO"lal Class Influence Upon Learnlng, pP. 59.-

L 2 .
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_"7éluﬁ"§ooia1”an#iétyrésulté}ihot'from:failuré to. achieve the

jmiddle class norms, but from a fear of rejection by the slum

dvellex's own £am11y and own culture. - In other words, the slum

| anxxety (3001al) may be the exact opposrte of the mlddle class

,-{social,anxlaty;-,that is, the slum child may fear not to .curse,

" not to have early sex relations, not to get into trouble with
. ° . . & " . '. o.‘ . ) ' . . . v . ®." . ¥

.the teacher, and not to make bad grades. And though the slums

have their own kinds of controls, their behavior to middle class

‘observers is aggressively and sexually uninhibited.

Prejudice on the social level seems to be more discrimina-

‘tory on the basis of cultural and social class differences than |

on race or ethnic differences.17° Minority groups are more

closely divided on the basis of socio-economic status than on any

other factor. For one thing, not all minority groups, such as

the Negro classeé, are culturally alike. For example, there is %

- 'a difference in the acculturation level of the upper and lowver

.class Negro.17; Therefore, dlscrimlnatlon and prejudlce seem to =

have thelr most potent attack at the’ soczo-economlc p051t10n of

?the chlld, 1nd1cat1ng that the gencral publlc is more attuned to

;dlfferenceg-ln culture-than to differences 1n'race alone.
However, the hard fact remainé that there is much preﬁudice';-

on the- part of the middle class culture concerning the American

5 ' .. ) . N . ) . ¢ )

170

Anastasi, op. cit,; pp. 570-584,

| lleouihgmaql_Op, cit., pp. 326-328.
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"TNegro, because the Negro has cultural deprlvation, mxnorlty group

172

.fdlscrlmlnatlon, and race prejudlce agalnst him, rurthermore,

-though one may eventually change soclal classes, the color caste

lis the most sanctloned form of soclal eraszlcation in American

-eulture today.173 »For'example;?though-the-background-ekperiences-A-f 3y

‘of the lower_class Negro is vastly different from the backgrqund‘

‘experiences of the middle class Negro, !4

the middle ciass cul-

ture (particularly the non-Negro) tends to regard all Negroes as

.being allke in background experiences and in accultu:atlon.

'o.- . 2

' Chlldren plck up these dlscrxmlnatory attltudes of the;

middle class public. Children assimilate anti-minority group

‘attitudes through learning which is not based on personal experi~'

175

:ence with the minority group members. Because the race of

" the Negxc tends to determine his social class standing, especi-

176

ally in relation to employment and education, and because

other individuals tend to hold the Negro in low regard (no matter

_ 17?Anastesi,wogk cit;,.pl'SQO.
-"173Davis, SOcial“C1ess Influence Ugcn"Leerhing,'p.'G.

' 174Deutsch OpP. cit., p. 360.

' 175Mar1am Radke, et. al.,,“Chlldrcn s Concepts and Atti-
° " tudes About Minority and Majority American Groups," Journal
of Educational Psycholoqv, XL (December, 1949), p. 468.

S 176JOSeph S. Hlmes, "Qome Work-Related Cultural Deprlva-
- tions .of Lower-Class Negro Youths," Poverty in America, ‘ed. Louis
- A. Ferman, Joyce L. Kornbluh, and Alan Haber (Ann Arbor:. Unlver— '
'sxty of Mlchlgan Press, 1965), P. 384. . :
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";what the social class of the Negro), the Negro Chlld may deve10p N
%self hate at the core of. hls egc structure. ~  This se1f~
;image is never 1ost due'to the prejudice‘of white, middle class
;znd1v1duals, and 1t is. actual]y reinforced when the hegro ch;ld ;

‘learns in school of the Negro culture s - early slavery. :

:often neglect thelr children; homes are econcmlcally deprived;
‘and homes are emotionally deprived; all of which lead to mis~-ﬁ
‘trust, suspicmon, and anxxety on the part of the Chlld.

‘1Under~pr1v1lcdged condltlons, s001ally 1mposed frustrutlons, and
Ly ' . . 181 . f
interest to learn the middle class culture. Social pressures

vhich inhibit verbalization may result in a retardation in the

:development of language and speech facilities. | S ¥

‘:able to Negro children as it is to other groups.,

] ,“Poverty in America, ed. Louis A. Ferman, Joyce L.-Kornbluh, and
fﬁI‘h Habexr (Ann ATbor: Unlver91ty of Mlchlgan Press, 1965), p 113.
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177, 178

179

Cultural deprlvatlon in the Negro home is clear. Parents f

180

. social oppression may cause the Negro to have low motivation or

3Poverty is often worse for the Negro due to the usual dis-

fcriminetory.practices of the middle}class core calture and the

. accompanyirg fact that some educational .training is not aslaveilJ.

182, Alsé, even .

7Geargen.e Seward. (ed ), Cllnlcal Studlee in, Cultural

:COHfllCt (New York: Ronal Press Company, 1958), pp. 7-9: °~ ﬂf |

178 ' . . : . o
. Hosley, op. cit., p. 179. . !

) . .. .180 ..

17gnoningham, op. cit., p. 268. . . Ibid., p. 406.
181Anastasi og. cit., pp. 550 566.. "
182

Alan Batchclder, "Poverty- the Speclal Case of the Negro,“
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ij'ififhis'edudétidﬁ'ﬁas éﬁailébie, ghé Negro is now so culturally

;behind the cultural expéctatiops of the school due to a'lack.bf_
'?exposure‘to school cﬁltural values befére starting schooLlB3,
ffhaf it is difficult for tﬁé Neéro chiid to integrate into the.
j-fnew,cqltura...uegroés as. a.whole.are still not integrated‘into
the core culture of the United.Stateé.
Furéhermore; a; education imptoves,.the culturally deprived
;Négro'family.will be even more. behind in écculturation into the

184

core culture of America. Schools have thus far failed to put:

-the_cuituraliy depfivéd Negro situation in historical perspec-

185 mhe historical. instability of the male parent is im-

tive.
fportant; children come to school with still another gap in their

;experience and without having had a successful male figure with

_‘which to'identify...as ;'reéultllthey are péotly.motivated for -
success or achievement, The schools have also overlooked the
fact that racial subcul£ﬁ%ql'identificétion tends Eo foster the
development of special patterné'of-%bili#ies, fbr'the schools

%, ..mgke:no éffért to capitéiiée on these abilities. Tbere_ére |

| :nﬁmerous other forms of prejﬁdice in.the schools, but these Will:

.,be_éitéd.ih épe.laSt section Eoﬁcerniné £he'di1emma of cultural

depriVation. S ' ' T " -

L ',Q'-': lggDeﬁtsch, op. cit.,_P..357ff;’ - L e

184 185

Batéhelder, op. cit., p.-116, Deutsch, loc. cit.
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deprlved child is qulte dcprlved in hls socxal environment and

consequently in his social development (espec;ally in terms of

soc1a1 knowledge, attltudes, and values of the core culture,

L'

:cximlnatlon. . ] - ' ' !

75
'Conclusion;}r It is. evmdent, then, that the culturally

3

school developmcnt) He is deprlved in that he lacks general

and in that he 1s the object of much soc1al pregudlce and dls~

Thus far in our investigation of the details of cultural

:depriuation, the details of intellectual deprivation and social i

~.deprivation have been reviewed. Intellectural deprivatfon:and

{social deprivation are important aspects of cultural deprivation;

}
]

Tfor when the child is intellectually and socially deprived, he is

‘deprived in the two main areas in which he must achieve success

in school,186 Also, as with intellectual deprivation, social

_;depfivation affects, and is affected by, other details of cul-

'jtural,deprivation. | - '_ i B | C :

Emotlonal deprlvat;on.-- The-, culturally deerved are de-.

éprlved emotlonally as well as materlally.v Thus far, thls thesxs'

has concerned 1tse1f with cultural deprlvation as a total entity,_ ,

and ‘'with the two specxf;c aspect of 1nte11ectual and socaal de~

ot

1 .

prxvatlon which are a part of the total cultural deprlvatlon.

In turnlng tq the ccn31deratlpn of emotional deprlvatlon, a

}definition'og.what.is meant by emotional deprivation is in order.

~

“,meigﬁﬂosley,'og. cit.,.p.,175a._wuhm;,;M,TJ,;wfnm;wm"mf,;wﬂw;;,fQM““
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' Anastasi defines the emotional environment as the sum

.-?total of all the stimulations of the child from conception to

187

« the present. It would seem then that emotional deprivation

" results from lack of proper emotional stimulation in the environ-

fment'of the child. Eli BoWer attempts to'deinfe emotional'de~"
" 188

!

'privation in terms of "emotional. handicap . He statea.that
"an emotional handicap is something that is inferred by behav;or,
“and that it occurs when one's behavior is limited or restricted

:so that he cannot choose which behavior to perform. An_emotiona1°

%handicap is evidenced by such things as vunerability to bhealth

fproblems, and poor interpersonal interrelationships, throughout
.life. It is also evidenced by an unexplained inability to learn,
.Tby inappropriate behavior under normal environmentai conditions,

by general unhappiness or depression, and by a tendency to de-

jvelop physxcal symptoms that are assoc1ated Wlth school (in chil-
-;dren). The point of Bower's definition is that one must see the

fmotivation'or'the source of-the poor behacior; if the sourcee'

':are limited §0 that the Chlld cannot choose among behavxor

choices, then the child is emotionally handicapped to the degree |

that he cannot “do- S0, 189 -

187Anastas:., Op. cit., p. 194

B 188211 M Bower, Early Identification of Emotionally Handi-’
capped Children in School (Springfield, 'Ill.: Charles C. Thomas,
1960), pp. 7-13. :

1891b1d.,
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. 'the ones who are responsible for seeing‘that this consistency
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Parent~chlld rolationshlps.fn' It is 1mportant that ‘there
be a cons;stency in the emotlonal cuallty 6f early learning ex«.:

perlences, for this hclps the chlld to allgn his total learning-:

!

in a pattern that is meanlngful to hlm.199 Parents ‘are usually

:exists. The early parentfchild'relationships help to determine'

.the nature of all later emotion attached to learning. This

_ieazly parent-child relatlonshlp is 1mportant for this reason,

1and also because it influences later social relationships.191

'.'é " Maas states that ‘the parent~ch11d relatlonshlp of the lower

-class is rigiad; therefore, the Chlld feels more rejection, hos~;

itility, and fear from the relationship than the middle class
?child.192 -Dayis states that the lowef'class.child experlences
fmore aggressive feelings because these feelings are more openly~'
'epressed in the culturally deprived family.193 Taba describes

the emotlonal psychology of the culturally deprlved child as-"

che child has low self~esteem, . the child questlons his own worth

:the child fears belng challenged in any way, the-chlld has a

'desire to cllng -to famlliar env1ronments, the Chlld has many

':guiits,'féars, and shames; the child has llmlted trust 1n.adLIts;j

19OHonJ.ngham, op. cxt., p. 433.

'_191Hav1ghurst, Developmental Tasks and Educatlon, p. 13.
192 '

Maas cited by Anastas;, op. c1t., p. 509
193goningman, .op. cit., p. 324.. |
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'%the child tends to respond. in a reaction-type manner or the child

iiS'apathetic end'is slow to respond at-all;- and the.ohild is ‘

1ow in general standards of conduct.lg4

Class dlfferencos in. emotlonal deprxvation.-~. There is

-:s;rong-evidepce that the.culturslly deprived child never.experiyt.

‘ences a satisfactory type of parent~chi16'relationship; and

l'itherefore, theisooiOreoonomic identification of the family has

‘certain emotional effects on children.t?> When the child is noti

| fproud'of his home, his pérents, or his clothing he does not have‘
‘anything or anyone with whom he can develop a persooal 1dentity.j
He may feel unequal to his peers as a result and~learn a kind'

?of built-in fear of future cultural deprivation, This, in turn,i

may lead to the pressure for rapid and early achievement which

ihe,‘of course, cannot obtain due to his geherel cultural de-

pri?ation.

Though the relationship between anxiety and social class
-:ds not too high, there is a tendehoy for the lower class to_have;-.

more anxiety than the middle.or upper.ciasses.196 For example,

fathers'of.boys witﬁ high anxiety'ratings had‘finished fewer.
grades Lhan thelr sons and had less educatlon than thelr wives.

One reason that the lowver class tends to overeat to use too

:;194Taba' op' 01to' po 152.
. lgsnreCkenrnge and Vlncent,_op. cit;,-p. 187. . . ;‘i_
f.;,..-.'.;.}.?fBéyéﬁman and Welsh, op. cit., p. 443+
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"huch fuel for warmth'"to'use tOO‘muohﬂeleotrloity'fof 1ight,uto R

buy too many nice cloLhes, and to spend too much noney, is that

'they have anx1ety over the many tlmes when they were w1thout these

197

!

~atems and they wish to store up goods when they are available.
The lower - class sees life as a'serles'of}ups_and downs, and they;
eish_to.get materials while thé_éetting gs.good.i Regardless of.?
'the source of anxlety or emotional-handicap, anxiety has a nega~j .
tive effect on the child's ability to master both informal -and
formal learning.198

Stadles have shown'that.theretare more.emotional problems
among the lower classiin'terms.of mental illness. Mental illhess
rates go up as the socio-economic level goes down.199 -The fre--:

quency of psycnologlcal dlsorders is related to social class | - ;

positlon, and the type of psychologlcal dlsorder is related to
the type of nexghborhood in which one 11ves.2°° The less favored

| 'nelghborhood chlldren tend to act out thelr problems, whereas,

g .

the more favored nelghborhood'chlldren tend to internallze thelr :

-problems“more, _Chlldren;ofpprofesslonal classes tend to scorxe

Lo "197Dav1s, Social Class Influence. Upon Learnlng, p. l7

R '1983aughman and Welsh op.’ cmt., P. 44,

co 199Eleanor Leacock "Three 5001al Variables and the Occur-
rence of Mental Disorder," Explorations in Social Psychiatry, ed.
Alexander H. Leighton, John A. Clarlsen, and Robert Wilson cited
by Eli Bower, Early Identification of Emotionally Handicapped
Children in School (Spllngfleld Ill.: Charles c. Thomas, 1960), -
PP. 39-40. B

S ..2001bid.
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“ hlgher on intelligence tests, and are moxe- soclally and emotion*
. Ially stable than lower classes of chlldren. Baughman and Welsh

?found that mental health problems required treatment more f;ef‘.

'”'?quently in the lower class.2°1’:They found that there were:

{‘;more~neurosie in;the_ﬁppefeCIQSSes;' mo:e-bsychoses in'tﬁe loweg-f.
. ;class; schizophrenics in all classes, but elght tlmes moxre

'fschizophreﬁics_ln some lower classes;  more obsess;ve compulslves
fin the upper ciasses; ‘more hysterical patients in the lower

e »

class, and more patlents who requlred custoalal care and organlc

étherapy in Fhe lower 0135339 202 However, they concleeed that
?there was too much difference in mentel health problemsvwithin
ieech individual class to draw any defirite conclusions from theiﬁ
éstudies,,other than the fact that the iower classes have poorer
%mental health and more'emotienal problems, probably beeause of
;deprivatien ip all‘areas, partieularly'emotional.

. Emotional deprivation and school experience.-- ﬁhatevef
ithe'egtent-of emotioﬁal‘depiiyatioﬁ in the eﬁitdraliy deprived
fhome-the culturally deprived child'does;suffereenough emotional'

deprlvatlon to hinder his over-all school performance upon en~

terxng school ., 203 They have more neuroses, more enotlonal

20¥Baughman énd Welsh, op. cit., p._467ff; .

202yp34., pp. 335-337. .

2O3Ana3téei‘.og. eit.,fp{ 512,

.
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| " fnsecuritiés, more worries, more psychoses, more irritiability, = i
§aﬁd 1egs'Matﬁtity; As a result of these and other eémotional |
';p:qbléms,lghe emotionally depriyéd'child develops the,followingi
gténdenéies in school: having negétive*aftitudes“toward'the R : : 5

'-fsbhooi, teaéhérs, and achievements; seeking of.immediate gratij ‘p -
.ifiqatipn‘at the expense,of,long‘:apge.ggals; . and uéih?,#iqlenqg = .

204 - L T e

'Tfreely in conduct.
It is true that emotional damage is‘done_to children at aﬁ’
.'garly‘age throuéh in;dequatg‘care and guidance,zos- but it is
?aléq'trueffhaé_the prqblém\of.emptiqnal déprivation at.thé. 
“school level is gréat enough that some'measures should Ee taken

to compensate for emotional deprivation before the child fails

*in school. Since emotional problems do have their roots in early

life, and since deviant patterns of behavior that result from

'émotional deprivation do not become internalized until the child
reaches school age, perhags these difficulties could be corrécted
*'fin,the-pre-school ye_ars.zoG If'so,‘suéh_éofréction wduld"serQe
-as a prevention of 1ater_emotiona; difficultiés in schooi.

_Prevention of emotional deprivation is both'soqially_and “

‘economically advantageous.2°7; It requires early detgqtioﬁ of

o 2°4Taba,'oE.~cit., P 152.
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Gilfillan, op. cit., p. ‘412.

T 2005p34., p. 411,

. .
1 .

297Bower, Op. cit.,‘pp. 4, 5, 16. . ;ww."ﬂhm~1w”mwﬂyu¢m;hm;.JJ




.ilnfluence menmbers of soc1ety (that is, when 1t 1s polxtlcally .
-ﬁand-psycholoalcally poss;ble to accompllsh)

."iw1ll ultlmately have to take the major respon51b111ty for thls

82

cmotional deprlvatlon and remcd1a1 steps to correct xt.'-It-

1ncludes effectlve action at the point when it can p051t1vely

208 The schools

fprevcntion as soclety expects the school to ldentlfy enotlonal

deprlvatlon and supply a remedy for 1L. Moreqyer, educatlonal

pollcies can have a dlrect influence on the mental health of the:

chlldron.zo9

4

W1th early detoctlon by the famlly, the school, ox
the communlty, the emotlonally deprlved child can be helped most

feffectmvely and economically. ' One might vonder if some pre-
.school remedial program would be in order here, as with other

details of cultural deprivation.

Physical deprivation.-- As new physical resources develop

in the young child, he must learn the de&elopmental tasks that

maturation requires.210 In short, as he develops the capacity

“to perfotm'physical tasks, he must also ke provided with-the ex- -

perlence of learning to use hls new phy51ca1 resources. Physical .
growth is usually assoc1ated Wlth the developmental tas ks of
walklng, talklng, controlllng ellmlnatlon, and taklng in solld

toods.-

2081 3a. zogibig., p. 23.

onavighurst, Developmental Tasks and Education, pp}.4~10.
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it is 1mportant that the child be ‘given an environment . that stim—

'The developmental task of body?stabi;ity.is not achieved - .

unt11 ‘the, child is about five years of age.zll"This means thet'h

durxng most of the child's pre—school years, his physmcal develm )

'0pment is constantly undergorng change and alteratron; therefore,

}

;plates hle physical growth. Culturally deprlved homes cannot ‘ .

i
!

l

fsupply such an environment. ' R | _*" E

Even when body stimulation is achieved; it may still be

affected by the surroundlng soczal and emot;onal condltions, or i

R
L

by the total stlmulatlon or lack of stlmulatlon of the envxron~

'mentozl? Hereditary factors may be altered by the env1ronment;

iFor example, hereditary physical potentials may be retarded by é

?an environment that does not supply adequate health measures

ésuch as prooer nutrition.213 When food is not adequately sup-
}plied, an organism can prodnce little energy -for other tasks.
zChildren need stimulation from their environment; especially in

- terms of their nutritional needs.

fPoor heaith,215 as physicel development is_seﬁerely affected by
;213 e . o

é g Breckenridge and Vincent, oo. cit., p; 187.

214

- . P . * * [ ]
. - . .

"Poverty often.causes malnutrition, disease, deaths, and

2lypia,, p. 12 P2ppsa. . . . i

Anastasi, op. cit., p..70. _ S | o
214yartin and Stendler, op. cit., pp. 8-11, 103.°
215 '

. .
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'For example, there is a significant difference in the rate of
:growth of upper and lower class children.21® 1Infants f:om pov-

Eerty.stricken homes tend to weigh less and to be shorter. in

‘characterized by inadequate housing, lack pf sanitation, lack
:of physical facilities, lack of privacy, the presence of many

:children (and therefore, no individual attention is given to

‘the outside world (no opportunities to see natural, physical

the socio-economic level of the home in which it takes place. .

.theight;

fphysicel needs); over-all crowded éonditions, and restrictiqn‘to:

fthe immediate environment and, therefore, limited exploration of

fbeauty).217 There are few objects in the home especially in the

way of books, toys, pencils, puzzles, or paper, and this lack

84

_'Ip‘culturally.ﬁepxived homes, the living conditicns are

Eis seen in school when the children often cannot even physically

:manipulate the objects that they are required to use in school.

t

’ fParents are often unable to. teach the.éhildren'tb mahipulate .

the obJects properly even when the objects are present

If the chlld is to develop to hxs fullest physxcal potentlal

‘the ‘home must at least provide space. Wlth amxpate space, the

fchild can rest, find a quiet place, and £ind a place to exercise.

216 . - : R .
Martin and Stendler, op. cit., p. 470.

.217Deutseh, op. ciﬁl, P. 35?.
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But when space is 1nadequate, ‘the chlld cannot have any of these.-‘ .

As a result, problems develop concerning Chlld dlSClplln8,‘chlld

c00peratlon, and child emotlons.213;

[

Slum areas are particularly beset by physacal deprxvatzons.*

.The slum area is likeély to have a negative effect on the'physical

219 -

.”EgrOWth of its citizens. This is because lt‘is here tnat‘culfi
':éturally_deprived cnildren.are most physically nestrlcted. .
?Physical restriction by the environment can influence the rate

of bodily development within the limits already set by | ,
heredlty.zzo o T BRI :f..}s?s;.l B
l | The physically dcprived“hone also retards the child”ins. '? - %
éhabits of cleanliness.22l The home is often untidy, without | |

.running water, full of insects and m:.ce, and w:.thout adequate

‘drawer space. The chilad often has only one suit of clothes, and

the clothes are usually of the cheap variety that are hard to

'Eclean.
It is difficult for the physically deprived child to-underss
stand the nlddle class standards of care of prOperLy, slnce the f

physxcally deprlved child rarely has any pr0perty of h1s own.

Thus, it is not hard to understand why the physically deprived

e - Zlaéreckentidce and ?incent; op. CiE-'.P' 153.

L. 219Deutsch,' Op. cit;, P. 355;-

. ?szartin:and étendler, op. cit., p. 103.
ZZIBrecken:idge'andﬂylncent,“og. cit., p. 187.
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.',cﬁild.would haveeanxiety over thihgs;ochervthan lack of food.
‘The anxiety of the lower class child is often due to lack of
‘food, but also the lack of clothing, warmth, shelter, and

‘1ight.222

This would indicate that the culturally deprived child
'is physically deprived in a'vatiety of ways, and that this phyéi; ;
écal deprlvatlon affects, and is affected by, other details of . |
Ecultural deprlvetlon. J |

‘-

Physical deprivation and school experience.-- The physical

ideprivation of culturally deprived children is evident in the» o
Eschcci seﬁting. Lower class chlldren show ; éertlcular disncel-: f
;tion for having health problems interfere with school. 223 Lcwer.
fclass children are more likely to become 111 in the first place,;

tand less likely to receive proper treatment vhen they do become |

111, 'Their housing is more conducive to epidemic diseases;

‘they do not receive proper medical care at home; and if the
.school recommends any form of medical cafe, the suggestion is

'.joften npt followed through in the home. waer class‘childreﬁ

A U e A R T e T e
. f -

ioften come to school dlrty, and the fact that they need medical

caxe is evident.224

When teachers are too busy to take note of
L this, the situation can only get woxse.

¥ ’E" . Growth rates and patterns are modifiable by forces within

222Honingham, op. cit., p;'322. N S . | . ;

223Sexton, op. cit. p. 99. '?24Ibid.)~p._60.
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%and witnout.the bpdy,zzs'and this may includs loVe,lsare, and‘;“:
.;unéerstanding as'¢e11~ss food;.nnprition, and,clean sunnonndv-
1ngs. If outside forcés.of.cuiturai déprivatibn are present
' hcn the Chlld ent;rs school,he ss llkely to suffer 1oss of
i .pappet;te, 1nsomn1a,.and welght.loss 226 ‘But thé outside force.
'idf schsol.itself‘also affecés the physicai anwth.of thé child.ii"
If the educatlonal programs can be dev1sed so as’ to. influence .7';
isoc1a1, emotlonal and intellectual growth, it can be dev;sed |
- so0 as to 1nfluence physlcal growth also, or at least to stxmulate'
"Vlntersst in personal health in the Chlld 221 .‘ |
Conclusxon.~- Though physical maturatldn is essential to -
élearning, the'proper environment is necsssary to insure the de-
‘velopment of tasks for which sne_organism is prepared to per-

form.228 1n other woxrds, a teachable moment occurs at various

times in the child's growth when the teacher, or parent, can

_best teacn‘the child how to peiférm a dsvelopmental t;ask.zz9
All development of the body dependg ultimpately onllearning,230,
225 ] . s . : - |
~ “F7“Breckenridge and Vincent, op. cit., p. 8. . . . S

. 2273; Andrus and E;.L. HarOwitz;'"The Effects of Nursery
‘School Training:  Insecurity Feellngs," Child Development, IX
(June, 1938), p. 174. ' ' '

© 228

Martin and SLendlnr, op. cit c1t., P. 107. h
2??Hav1ghurst, DeVQIOpmental Tasks and Educatlon, p. 5.

2301bido.' .po lo. ‘ .. - . - - ° . ) R | ‘
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because one must learn to feed himself to stay nourished, one

must learn the social reulities of physical behavior to handle

physical drives, and one must learn to maintain mental equili-

briun to maintain his total body homeostasis. In the culturally

° deprived envirdnmené, the child is deprived both of the physical

aspects of body growth, and qf'the learning experience that is

required to teach him how to care for his physical needs.

Dilemma of Cultural Deprivation

School Dilemma.-- The dilemma of cultural deprivation is

a complex social problem to which many answers have been addres-

-

sed. It is not the purpose of this thesis to suggest an educa-

tional cure-all for cultural or social problems. However, it is

the purpose of this thesis to investigate the effects that cul-

tural déprivation has on school readiness, and the effects that
pre-school programs have on the school readiness of culturally

deprived children. Therefore, it mlght be helpful herc if atten~.

tion was given to the relatlonshlp of cultural deprlvatlon to

school readlness, to some problems poscd by thls relatlonshlp, |

and to some ppssxble solutions. : | .
Prejudice.~- One partlcular problem involved in the re-

lationthp of cultural deprivation to school readiness is the

ey

problem of prejudice. Thovrh sonz g:hC“?3 ideas concerning pre-

judice toward the'culturally deprived child.hawBalready.been‘

. given some attent:on undexr the tertiary he adlng of social

b ik AL AN ST e SRS a2
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';deprlvatlon, 1t is glsen addxtxonal cons;deratlon here because
1of its: relativity to the. school 51tuatlon.. Sexton states that
.opportunltlcs are usually opened or closed to students ln accord-
ance with their social class posmtlon, rather than thelr actual
:SChool achievementt23¥ There are various reasons for th;s.'
One reason 1s that school authofltles are often prejudlced
wln thelr attltudcs and behavxor toward the culturally deprl-'u
ved.232 This prejudice and consequent disc;imlnatlon nmay extend
all the way from the school board members down to the teachers. |
'A hiéh éefeentege of schoo; boaro.members are members of the
upper or upper-ﬁiddle'classes; the policies they set and hhe
| teachers they hire are not likely to take the culturally de-
prived child into consideration.233 Sohool authorities expect
more favorable achievements results from children of the upper
-ahd middle classes, and as a result, these children are often
more motivated to respond to this expeotation.

-~ Schnol psychologlsts or guidance.counselors often under~
,estlmate the abilities of the culturally oeprlved Chlld, both |

.. out of sheer neglect and out of genuine concern.235 For exanple,

| 231-Sexton, op. cif., P. 16.'

232

Riessman; op. cit., pp. 17-19. N

233Baughman and Welsh, op.: cit., p. 45.

234

Anastasi, op. cit., p. 511.

35ysopmman, ope cit., pp. 17-15.
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a school guidance counselor may be well'awére of cultural ppé--.f

s.'judice toward a Negro child (and the consequent lack-of oppor- ' =

“tunity in the world for thc Negxo to gatn success), and may
.therefore dlscourage a ch;ld with- adequate ability from. trylng
to better himself or to obtain success. Though the counselor
does this in the iﬁterest of tﬁe child, or so Qp‘tﬁipﬁs, it dogs;
:not'help'tp.métivatelthe'child in school. . o H
N The entire school culture often overlooks the culturally

236 Readlng materlals in the school

_déprived child and his family.
are not de51gned for the baéhground experlence of the culturally
E ‘deprlved child; ‘peer dlsérlmlnatlon exists and 15 oféen.en—
:couraged; and clubs and social cliqueé are set up witbou£ the

? - socially deprived child in mind.237 Well meaning Parent-Teacher
Associations often complétely ignore the culturally deprived

family when planning the association's programs'and activi~

.ties.238 iﬁteiligenée tests}aré not désigned with the culturally

deprived chil@ in mind, and- neither.are the daily tests given in

the classroom._

- : The text . books in the: schoolg are written about exPerlences

whlch are uncerstdndab]e to the mlddle class Chlld, but not to .

the bulturally deprlved chlld., In fact, all of the materlals in

| 236§§§§, 237Ibid. 2384100, - '
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the school are based largely on the experlences and interest s'of
isocial-class groups above the lower class. If lower ;lass chll—'
Adren are to-learn in school, they must be provided W1th reading |
 héteria1s that ére more suited to their experiences and intex-
eSts;zBQ.
The much publicized practice of racial discrimination is
,lanothér evidence’ of preﬁudiég in the school. This sh&uld not be
taken lightly. fhere'is danger in 1étting a child think that
the color of his skin and the socio-economic status of his par-
Eents.é¥e~ﬂore.likel§_to deté¥m1n§ his future_than his abiiity'and'
initiative to learn.240
Othe; moré subtle forms of prejgdice and corresponding
discrimination such as desiring superior education for the gift-
ed child (if there is no attempt to identify the gifted in the
lower class and no effort to educate the mentally slow child
as well);ul viewing lower claés childrénias a drawbaqk'td the
- school. class; ox "patronizing" lower-class Children (that is,
looklng only at their fallurcs and feeling sorry for Lhem.or
242

talhlng down to them under the dlsgulsc of compassion).

Perhaps the worst dlscrlmlnators that operate against the

2398exton, op. cit., p. 28,

' --249Erickson, on., cit., p. 260.

241Riessman,_op. cit., pp. 17-19. 2421bid.: P-.?Z-
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'education of the culturally deprlved are the school teachers,

becauge they are constantly in contact with the culturally de-

4

:prived children. The turn-over in teachers in schools which

have ‘a great proportion of culturally'deprivednchiidren is great-

. ex than'in'echools with a low. proportion ofvnon~culturally de~ .
,prlvcd chlldren.?43 ThlS is dUe to the fact that tcachlng lower
class chlldren is not as rewarding, and alao to the fact that
.many tcachers are simply afrald to.teach a large number. of cul-
:turally deprlved lover class children. The lower class student
has been 50 often plctured as 1§noxant,'aggressxve,.uncontroll-
.able,sexually loose, insensitive, and prinitive by such pro-

- trayals as "Black-Board Jungle" that teachers are afraid of the

lower class community schools.244

Teachers might show this fear,
or some_degree of prejudice, by giving lower class children poor-
er grades on the basis of class distinction rather than on the
| . basis of achievement.245 A more subtle forﬁ of teach discriminaQ
tion is that of giving chi}dren "social promotione".to highcr.
‘grades because'the teacher nay fear that if she fails too many'

246

students, hex JOb will be in jeopardy ...1f this practlce is

done'on,the basr .of socral class dlscrlmlnatlon, then it 1s'

243Ibrd., pp. 17 19. 244Ibid., p. 25.

| 245 Ibid., pp. 17-1¢

'24GSexton,'gp. cit., p. 58. -
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. . level, but rather vants the teacher to understand him and his

23

| evidence of social prejudice. Another subtle form of pnejndice_
.toward the . culturally deprived is found in the school. Children
.may cone from. lower class envxronmcnts with ambivalence towarc
:schopl:(rathcr than only antagonism, which is overt),247 but
._when the‘teacher responds only to the chlld s hOStlllty, she. may‘

icause his £eelings to move from ambivalence to pure hostlllty. | B

It should be clear, then, that some measures should be

taken to prevent such prejudice and discrimination, conscious : A

and unconscious. Perhaps the starting point is to help the cul-

turally dcprlved children fcel that the teacher respect« thenm

" rather than loves them and to do away Wlth some of the resentful

attitudes that teachers have toward the lowexr class child.248

The school culture does not understand the culture of the cul-

turally deprived because the school @oes not respect the lower

class child enough to try to understand him. The lower class .

child does not Want thé teacher to cone dovm to his culfural

_culture so as to help him move to the school's cultural level.?4%
: Gocd'intentions on the part of the téacher are fine, but
the teacher must also have a working knowledge of the Culturally'

deprived child's culture, an awdreness that cultural discrimina-

‘tion does exist, and a desire to overcome her own prejudice.

N B n A TS ey o . R .- meren - ——

247Rxessman, op. c1L., pp. 17-19. 2481bid.,_p. xi.

2491b1d., p. 24, | : | o
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This doés not require thét the teachef give'up hexr 6wn-cultur§£.r
?standards or even 1ower hexr standardo.zso It mercly requlres
‘that uhe approach hcr JOb thh all of the professxonal ‘and per~
.fsonal maturlty at her'disposalv If~she can do this, then she - .
:will be helping’to'bring fhe school. into a qloser ;e1ationshi§'
iWith the child. .COnversely, she will bevheibing;the‘cuiturally |
deprived éhild to-déme into a éioser'relationship ta the'schoq;{ |
through helping him to rid himself of some of his prejudice, |
sﬁch'as anti—intellectualism. Once she haS'd@ne_this,'she will
‘ﬁe aﬁ#e_to.help the child évbid séhoél failﬁré. | . N
ClaSSndifferences and schooi readiness,-~ Schools teach
'behavior that is morc significant to the middle class dhild than
to the culturally deprived child. One reason for this is that |
parents of middle class children do a better job of preparing
their children for school than do parents of cuiturally.deprived
-cﬁildren; ‘Riessman states £hat one reasoﬁ for the schocl fail-
. ures of culturally deprived.children is_that:these-children lack -
eduéation‘in tﬁe-ﬁomeZSI .

252

as parents do not help them-with their

school work at home.

"'Thus, there is less cultural distance and less conflict

between the middle class home and the middle class school than

e

252 .
Honingman, op. cit., p. 231,
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. between the middle class sqhool‘and the .lower class home. As a

- frésult, middle class children make better grades’ and are more
j§0pular in school while the.lower élass'éhildrgn make poorer
«gradc S, are less popular, and tend to find.school difficult..
The -lower clags children may sOON be 1acking in notmvatlon to
succeed in school, and becomg‘a t;uant or a school droprout,253

It is helpfﬁl to. understand the attitudes of the éuiturally
deprived child concerning education. Hé.sees education as an
aid to hclplng hlm to solve his everyday problems, and he may be
‘lmore orlented toward the vocatignal aSpects that eéﬁcatlon afforas.-

He is interested in the more practical and useful aspects of edu-

'cation. The culturally deprived child's world is physically

oriented, and he wants to learn to master ‘this physical world;

therefore, he is interested in reading, writing, arithmetic, and

the physical sciences.254

Overall, the culturally deprived child is not as motivated
to obtain an -education as the middle tlass child, and if some

motivation is present, he often lacks the ability to meet the

middle class expectations of the school. Moreover, if a choice

had to be made, the lower class child had rather remain_With'his

family. and his peer group than obtain educational success.255

?531pid., pp. 331-332.

254Riessman, op. cit., pp. 12~-14.

2551bid., p. 4.
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The variefion'in the backgroend experiences of epe cultur-. .

‘ally deprived child and the school experiences appeers“to“oreaée'
a dlscrepancy beuween the cognltlve, percoptual and emotlonal

development of. the Chlld and . Lhe school curriculum, expectatxons.

' " This. dlscrepancy becomes ev;dent in the dlfferences that the cul-

'turally deprlved Chlld and the school currlculum atLaches to
'-verbal clues. Thls a dlecontlnulty between the conceptual
‘schenes that the child deve10ps in hls previous ekperlence and

the conceptual schemes employed in the culrlculum. These dlffer~

'.ences make 1L even more dlfflCUJt for the Chlld to make adequate

256

grades as he has to span two cultural meanings at one time.

Toby states since school subjects-are cumulative and the
Culterally deprived'ohild is initially from a deprived background,
the child becomes retarded in the basic skills such as reading,
aﬁd reading is imnperative for successful performance in school.
.Scﬁool tﬁus becomes uninterestiog and the child neglects his
;studies or drops out of school altogether£257

Thereﬂere:other reasohe'ehy the culturally deprived child
demonstretee‘e lack of echoolifeadinese.‘-ﬁe is-pooely?motivated
to delay lmmedlate-graEifieetion for later'rewards; he has e'

low self-esteem; he is often antagonistic toward the téacher;

p—

256Taba, gg;_qit.; p. 153.

257

Sexton, op. cit., p. 28.
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_hé often hasviil health; his family makes frequcnt ;esidential;

‘moves; and his home atmosphere-is rnot conducive to study.258

- In the school setting, mﬁch'of the difference between in-
_ telligence test scores for the lower and,middlc.classesxis,dug-

‘,.to the mannexr in which. the tests are’devised and aaministercd;";

iThe tests are deV1sed so that the lower class Chlld cannot com-
prehend ‘the m°an1ng of the test .material for the tests are baoed
on middle class norms. Moreover, the lower class chlld 1s.not

as motlvated to do well on 1nuelllgcnce tests as are middle and
'upper‘class chlldren becaﬁse fallure and frubtratlon are comﬁon'
to the culture of the lower class Chlld School testlng measﬁreé
only test the child's ability to manipulate verbal symbols and
this ié thé area in which ié&er class children are least stimu-

1ated.259

Lower class children invariably have trouble vith

- similarities items; apé tend to meke literal interpretation of
.proverbs, oh inéeiligence tests, 260 ‘Héwevér; if given the per-
formance portion of. intelligence, lowver class children maylactu~
ally do better tpan niddle ciass chi{dgen hg;e because this pg?t_
of the-tést-is mofg_cioéely reiated'to the sackground éxpé&ienées;
o éf the cuitﬁrally'@ep}iveﬁiéhildg | | . .

~ Why educate the culturally deprived child.~; The fate of

258

Riessman, op. cit., pp. 4-5

259Taba, op. cit., P 151.

260

Tyler, pg. C1L.. PP. 314-326.
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;our nation depends on the school" 5 ablllty to teach all of the -;
- "children undexr their gu:dance,-and two-thirds of these chlldren .
'are from lover class backgrounds. Although the schools have
'1.faile§;to_educate'a iaﬁge namoor of these .culturally depriveo"-"
T _’childron,261 a@ditional'efﬁorts nust be made to edpcaté'tae_
‘.lowef_clasees because, next to the homo;'the school is tﬁe_best |
social insticuﬁioa'to.traasform cultural heritage to children..
.jThe school.has accepted che responsibility of educating the chil;
. dren academically, but it must also seek to educate them civicale
ily, socmally, and psychologlcally 262 Siﬁce the ability-éf .
families to educate thelr chlldren varleg, and since Lhe ablllty
of families to mecet the needs of theirx chllaren vagies, the |
school must compensate in this area.263
As previously stated, the fate of our nation depends on
’educatlon, for one main source of manpover 1s'educat1.on.26'4
Howcvef, it is important to edocate the culturally deprived child
for the child's sake also., Our 'society'advocates that each
indiﬁidua} deseryes the:xigbt to Seek‘an‘education. .And the

culturally deprived children can be as interested in seekihg ah

education as other children. Moreover, many parents of children

¢

261Dav:i.s, éocial Class Iﬁfluence Upon Learning,.p..23.

262 .
- Brecrenrxidge and Viraont, o3, <it.o, P 159a

oo et et s mee

263Hav;ghurs Devolopmental Tashs ang Lducatlon, P 24.

264Rlessman, op. cit., p. 2
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who'axe.cultgrally'depfived are inte;ested‘in theirfchilafén.obn°
itaining an education, even a college education,265
| '-Al;o, thé'child's firéﬁ'exéeiieﬁéeé'QitA edgéétibﬁle§ﬂ'mqiéj-
-the success or_failﬁre of his entiré life, The child's.firstl...k
Cyear in sbhﬁol is impqrtanf beééuse it greatly afﬁects-his-gté},::'
'titudes_toward learning, autho;ity,'ébcigl institutions, and péef‘
reIhticnships.266' When the 1oﬁer class child,gnters g&hqol, his
attitude towafd education is-sometiﬁéé neutréi; .itkis raxe when.
his attituae is completely negative. His ncgatlve attitude be-
‘;glns to emerge when he beglns.to fall in school 267 |
o EQen if hlS attitude was entlrely negative, it &ouid still
‘be important to try to give him an educatlon, for it is to the
interest of both the Chlld and the school to combat negatlve at-
titudes toward education.268 fThe school can combat these at-
titudes'beqause-it is the first socializing agenf for the child
nin which hé caﬁ achieve statﬁs on'a basis_éther thaé biological
heritage, at least ideally. _In the préperly administered;school

: L

progrém, the child has an oPportunity to sucéeed-qp the;basis of

Ibido, ppo 10"12. ..‘ ‘ ; -. ' . . “ ;. . : . .' e

‘265

26GBrechenrldge and Vlncent, op. cit., p. iii.

267p0utsch, op. cit., pp. 368-369.

268

Riessman, op. cit., p. 2.
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his own aPilities.269

How to educate the culturally deprived child.~- It should
be clear that education islimperative for bhoth the child and _‘
society as it gives (or should give) the cﬁild tﬁe opportunities
'to make up the home depriQations that he has previously suffered. .
It should élsq be clegr that it is impgrative that socigty's |
money be speﬁt eaélf on séme forﬁ of school or ére~séhooi pro;
gram that will reduce the need for later expense.

Hosley states that ﬁhe process of meeting the needs éé the
culturally depéi&ed child 1nvolves the same ba81c essentials as
the education of the non-culturally deprived child. 2170 In trylng
to meet the educational needs of the culturally deprived child,
one must understand the following: the deficiencies that result
from culturai deprivation, the spécial interests of thé cultural-
ly deprived (and means of utilizing these interests in teaching
_ methodsj; énd the'necessity to have a sincere respect for the
efforts of the culturally deprived to cope with their deprived
situation,?71 | | |

wa to utilize élass differences in teachiné methpds.-;

As prevxously statcd, the materials and nethods used in the’

269Talcott Parsons, Social Structure and Personallty
(London: Free Press of Glencoe, 196t), p. 133.

270,

-

ILO 1'\_{, 0‘). C"L.; ‘.;:70 ?’.1,‘:;-

271Riessman, op. cit., p. 129.
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,fschool are not‘Sriented'to the lower class chil@.w Fox ega@ple,‘.
jtﬁe lower'class orientatioh'isrphysical and §isual whéreaé'thé'
'school's orlentation is aural- the lower class‘ihought i con-

‘;tent centexed whereas the school thought;s form centercd the:
flower{class'is.problem centered whergas‘the schoql'is“abstract;
‘centered} the lower class is eéxternally oriented whereaé tQé |

* :school is intgrnaily oriented; the lower class is inductively
‘ahé spatially oriented.wheféas the séhooi is deducfively and
téﬁporally oriented; the lower‘class is slow, patient, and care-’

.ful whereas the school is qulck, flex1ble, and clc-zver.z"2 - -

Tﬁe only way to utlllze these class dlfferenceb 1ﬁ-orienta;
tion is to integrate formal language and verbalized teaching
methods of the school culture with visual, phy31cal, and active
teaching methoas that are more applicable to the culturally de-

pr;ved child. In this way, the child can gradually make the )

 ¢hange from one cultural learn{ng experience to énothér cultﬁral. |

learning experience. The teacher can utilize the child'siphysi-

cal orjentation to teach him through such. methods as role playing

- aof hiatbny stories, role playing.to.tpach.érithmetic.ﬁhrough,.

playing "store" and "bank“;.utilizatidn of visual and physical

‘aids, and activity game§;273 N . o

. The schoo) needs to develop ney readers that-contain"

D I T A . TS

2121p3a., pp. 73-80. ?731bid,, pp. 31-33.
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:stoties of éxgeriencé; with which- the cultﬁrally depgiveé child-_
is moré familiar. These feaders should make use of the lower
class family éiperignces, 1¢wér class humor, and iower class f
‘tradition. . Music and art need to be directed toward the lower
class culture in order for the lower class children to enjoy andj
understand them. Along with these changes, the school must teach.
the childvthé corfecﬁ way to ask and answer questiops, how to -
tform interpersonal relafionship, and how to care for his physi-
cal body.

.Thé séﬁodl‘might fihd‘that its'difficuities with}teachi@g
lower class children would be lessened by fmasculinizing" the

school. This is important because lower class males tend to

view the school as feminine in culture and as therefore an in-

ferior setting to a more masculine job. Schools might accomplish
this masculinization by changing the reading matter of the test
books to a more masculine style, by changing the mannerisms

taught in. the school to.a more masculine type, and by making an

. effort to hire more male teachers.274_ | *

Teachers cannot do an adequate job of teaching if they at- -

tempt to-censure the dress, manners;.speech, habits, or attitudes

of the_léwer class child, for the child will become aware of the

teacher's censorship and be made to feel even more inferior than
. [ . [

he already fecls; thils, in tuns, undor .. 2o his learning

274

Ibid., pp. 33-34.




103

ability,275 Sor,caﬁ_the teacher attempt fo bé 6verly‘kihd £o v |
'tﬁe lower class child by élacing him in special sections of the
class, f;r this demonstrates that the teacher may bevplﬁciné fhé_
. ¢hild on the basis of his social class standing rather ‘than his
‘écademic ability. -Moreover, the teacher does not solve tﬁe
 child's problem of having a' cultural learning disability by giv-
'ing'the 1owef class child a "social promotion" to a higher grade,
.simply to please higher scheool officials. Even though the child
.may not be awvare of his cultural deprivation in the first grade,
wifh such bractices as these b§ the_teacher, he will becbme awvare
of his deprivation later in schqol, and by the fifth or sixth
-Qrade, he will have accepted his adglt'stereotyped role in
life.276 |
‘The teacher must understand the cuiture of the culturally

deprived child if she is to understand her relationship to him
and be able to ﬁfiiize factofs 6f his particuiar culture to ad-
vantage when teachinq himes Por example, the.teachér can make
good use of the lower-ciass virtue of in-group loyality £o build
- up the child's loyalty to his.classmates and'to £he school. Also,
_she'will 5; able to sce the.iowef ciaSs.cﬁiidFs outwardiy ﬁos- |
'tile behavior toward her as not being'nééessarily indicative éf

negative feelings toward her, but toward authority figures in

e D N T e R )

‘27SBaughman and Welsh, op. cit., p. 288.

2761pid., pp. 228-230.
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;general 271 She will also be able to utilize the oapac1ty of

these children to learn academic material more easxly from 1rt1~

mate relationships with peers in the school culture than from

~formal written materials,.278

-~ Actually, any real improvement that comes in the cultural-

g
i
1
;
?
é

'”ly dep;iyed‘child{s school perfokmancé usually'follows an im-
‘provement in his rélationship to his teacher. The-téacher-must
~use this relationship to help the child master motor and social

skllls necessary for his own individual optlmum growth.279

In orcer to help the culturally deprlved Chlld learn, the

teacher must be stra;ght~forward, direct,. 1n£oxmal, warn, and

use definitions of the material being "taught which are compre-

hensible to the child in light of his prior experience. Thé.

female teacher needs to be affectionate énd magernal,'though

not ovcrly so. She needs to émphasize cultural values that she )
has in common w1th the child, and to av01d those values Wthh |
.are. not éommon; if.possible. She needs to be awvare of the cons-

tant testing that the lower class child coes wi?h'unfamiliar ' ' ]

adults. She rrust be-patient; she must offer encouragement when

the Chllﬁ fails, becauae the lover class Chlld ialso dlsllkes

277Riessman,.op. cit., p. 8.
278 '

B i et i 0 TR

Davis, Social Claas Tgflquggwggon_kearninq, p. 10.

27%g31£i1lan, op. cit., p. 412.
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fan’.lu.":'e.ze-0 In administering punishment, she should emulate the
physical punishment that the child is accustomed to by being

]

firm and éufhoritarian in their diséipline; However, she shpuld
:not attémp£ to argue or reason with the child.zal‘ |
Rigésman states that perhaps the best type of teacher for
.‘the culturally deprived Shi;d is the oid.fashioned} strict,
;highly strucﬁured'teacher who ﬁas the desire tq.teach and help
‘children.282 ohis type of teachér is helpful to the chila be-
cause she builds concepts that she is teaching from the ground :
“up. ﬁhat is really needed for the éulturally'depriveq child
today is a neat combination of proéressive{education embodied
in the traditional teacher.283 This model teacher is seldom
available today, as school administrators and school teachefsA
are not being adequately prepared to teach lowgr class children
to make'the transition from tgeir pre-schonl culture to the
school culture.284

~ Conclusion.;- Culturally deprived children néedumore than
a mere academiq program if they are to beAhelped to make,ﬁp
their intellectual, social, émotional, and physical éeprivation;
and various programs have been devised wi££ this fact in mind.
Many cities give special assistance to primary grade school

. children from the slums on the theory that the slums lack the

280Riessmnn, op. cit., pp.-81~86. 'ZﬁlIbid., p. 46.

‘m_?szikié-- p. 72. 5,_2831bi§¥ .284Deutsch, gg: cit., p. 354,
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.'opr0pe£.stimulations for'the.child.to succeed,in echool; 'Doe to
the eafly deéelopheof of cognition'and lenguege, it haé beeﬁ |
sugéestedlthat the public schools extend thoir sercices co chil-
'dren'at_the age of three or four years,.on. the assumption that:
. 'poor environment is.the preclpiteting'problem?in‘cultural'de~;.'ﬂ
'pfivatioﬁ and that intelleccual development directly effects,
other areas of de\}elopment.285 ' | |

The dilemma of cultural deprivation.is comolex as far as
‘schools are concerned. Various approaches have been tried by
.the schools to rcmedy che problem, the prooleﬁ_eﬁill exists.

Various suggestlons have been offered as to future remedies;

these, too, may prove inadequate. It is probable that the pre-

‘school approach is the most logical remedy in light of the

findings of this thesis.

Pre-school proposals.~- It is evident that the public

schools have thus far failed to fully meet the needs of the cul—»
turally deprlved chlld, even academlcally. At this point, it
mlght be approprlate to con51der the respectlve merits and de—
merlts of pre-schoal programs which have prev1ou sly trled to .
glve thc culturally deprlved child a head start in the publlc

..

_ school.

8SHavighurst, Developmental Tasks and Education, pp.
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. Historically, there have been two major novements in the-::.

pre-school program area. One of these was the kindergarten move-
‘ment. It was criginaliy set up to meet the physical'héeds of

.-children and to -introduce- them to the school thxough contact

.- .with the child's home. ‘Thus,'the kindexgarten movement was an .

extension of the school down to the home. However, this vigw‘

is presently lost as most kindergartens do not have any contact

with the hpme.286

The second movement was that of the'nursery'school which

began abbut twénty~y¢ars after the kindérgartén“mo§eﬁént beéan.

The nursery school movement was originally structured for the

purpose of studying the growth of children and for serving as a

laboratory for teaching child development and family life."How-

ever, the nursery school soon became an éxtension of the home
up to the school. It has developed over the years into a care-~
ful brogram which séeks to include'thé psyéholoéical,'éﬁysical,
and sdcial~a5pectslof'the home and school, and to integrate the
£ﬁo'insti?uyions. | o

. There are numerous studies that demonstrate'the value of

pre-school or' nursery progrdms. Joel found that the nursery'

"school eﬁperiencé is a great aiad in‘helping the child to grow

286 . ; S .
Breckenridge and Vincent, on, cilt., p. 180.

287

Ibid., p. 160.
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:emotlonally and socxally,‘ln helplng the chlld Lo become more -
';1ndependent, and in helping the child to galn more self~controli
fand better school attltudes.288 Waluh found that children who"
. attendeéd nursery  school becane lese inhibited, more sPOntanequs,
“and more socialized then'children who did mot attend nursery
é,sehool.289 Those children who attended-nurserf school elso.de—

veloped more inieiative; more independence, "more self~assertioﬁ,

- and more self-reliance. These children aiso shoeed an increase
jih general'curiosity, apd took a more active interest in their
:enviropment, ‘They also developed eettee,hebits of health, and
 were generally more orgenized‘in their behavier. Walsh also
,:found thet those children who attended nursery school showed an
"increase in their acceptance and use of desirable peer traits
while children who did not attend nursery school showed an in-
crease in their'acceptanee and use of less desitab;e peer
-'traits.zgo

Anotﬁer'stuﬁy bonducted at the Uni§ersi£y-pf'Iowa'Nutsery

Schoo} sbowed that the advantages gained by the pre-school (nurs-

ery school) experience were maintained throughout the child's-

288y, Joel “"The Influence of Nursery School Educatlon Upon
‘Behavior Maturity," Journal of Experimental Education, VIII
(December, 1939), p. 165,

289M. E. Walsh, "The Relation of Nurvery School Training

to the DevcloomCuL of Caxtein Porsonzlii: wonits," CLild Dovel-
Opmcnt, IX (larch, 1¢31), pp. 72 73.
- 290 | i

Ib;d.
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" school experience, even until the time of the individual's en-

trance intb'college.zgl However, none of the children in this

'study were culturally'deprived. An additional study was per-
.. formed in which the children involved were culturally deprived.
§In this study, children who héd_the benefit of a pre4school ex-

.'periencé in education gained in their intelligence test scores

;While the children who did not have the benefit of the pre-

school experience in education decreased in their intelligence
quotients.292 It was concluded that attendance in a nurserf

“school had a greater effect on children from deprived environ-

‘ments than on children from non-deprived enviroﬁments, and that
nursery schools can often help make up the developnental handi-

caps of culturally deprived children.2923

However, not all studies are this conclusive. Mallay found ]
‘that attendance in a nursery school brought about an increase -
in successful behavior, in constructive mental activity, and in

294 However, he states that at least parf of

attention span.
this increase was Que to maturation, as well as to the children

having learned indirectly through experience, and thrbugh ¢irect

ngyler,_ep. cit., pp. 464-465, 2921pia.
2 .
??Ibld.
294H. Mallay, "Growth in Social nil-vlior and Mental Activity

After Six Months in Nurscry School,® Child Develogpment, VI
(Decerber, 1935), p. 309.

. R . P o - e - -
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" teuching. 295 o

. Allen.and Mesling fonnd that ehiidren whO'did not atten@
inursery schoolftended to view children who &id'attend nuréety‘

.f,scheol»as~being'more'confident;'and'more freé'ane'sﬁenteneeus ;
..in their eypre331ons than they themselves were.zg'6 They'did
”?flnd, howcvcr, that dlfferences between tnooe children who at—
:tended nursery and those children who dld not attene nursery

- school did not reach a_sxgnlflcant statistical level until the

.chlldren were 1n the second grade, Thls would 1ndlcate that pre» _

fschool cxperlence does not benefit the child to any great extent

;untll he reaches the second grade.

‘Anastasi etates that training (meaning any act designee te

;improve performance) usually does not have an effect on indivia-

wal differences within a'group, but differences can be seen in

the group as a whole.297 He.agrees‘with Tyler in that he sees

nursery schools as having little or no effect on the non~cultnr-
ally deprived ehild, but as having an effect on the culturally

. deprived child,298 ‘:_ . |

Some studies flatly assert that.preesehool ‘or nursery

2951p34.

: 296G. B. Allen and J. M. Masling, “an Evaluation of the Ef-
fects of Nursery School Training on Chtleren in the Llnecrgarten

First and Sccond Gradoo,"
(Decembexr, 1957), p. 292.

vouranl of ¥l cowelnar Roooaven, LI

.- e——ew

. . S | . . -
97Anastasx, op. cit., pp. 21l-212, 298Ibid.
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" school -.;';s.io'gtams” has no effect whatsoever on the ‘school readiness
.of the Chlld Broﬁn and Huht’founa that rﬁrsérflsrhooi experivl
ence even hindérs the Chlld ﬁpon entcrlng klndergarten oxr the |
_flrst level-of formal 'school learning.29?  fThis is because the
gnursery school offers the Chlld a freedom of movem"nt and a noné‘.
;restrlction thét he cannor malntalr vhen he enters‘the more |
' highly structured school classroon. "Also, the child is encqurA'
‘aged in nursery school to make use of individual initiative;
,;but 1n the school or klndergarten he 1s urgcd to confoxm to
ldlrected and. superrlsed actlvxtles.‘ Thercfore, the chlld with
~rnursery school training may become bored in the more formal
“school'setting; Overall, Brown and Hunt did not find nursery
school attendance to be beneficial to later kindergarten at-

'tendance.3°°

" Conclusion,-- Tﬁere are certain characteristics that a
pre-school proéram’must pos;ess if.it is ro be‘be;;ficial in
helping to make ﬁp the cultural deprivation_of the lower class
~.child. The program needs to pro£e551ona11y 1ntegrate socxal .

iservxces, education, and h»alth servrces.3°1 ‘The- plogram must

_utiliZe all of the professional resources at its dlsposal.

299A. W. Brown and R. Hunt, "Relations Between Nursery
Attendance and Teacher's Ratings of Some Aspects of Chlldrcn s

Adjustment in Kindergorxiosn,” g:llfmiifilwuﬁlﬂﬁv kaII (Sep-
. tember, 1961[, p. 593.
,3001bid. 301Dumpson, op. cit.,.p. 185,

- - S
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Ahofher characteristic that is essential to a?good pref“
- school prégram is that the program must brovide'a structure in
which the culturaily deprived child caﬁ feel seéurg, -Another_
':characteristiC'is'that-thére must be a large amount of pérébnal
and sociél'interaction'between the pupils, and between the'innl
dividual pupil'apd the teacher.3°2 'There are other.charactefis{
tics that could be cited, but the essential chakacteristic of‘a
- good pre-school program is one which supplies the child with
:the culturdl stimulatlon that he has lacked untll the time of
fenterlng school. This cultur;l stimulation would 1nciude the.
details of intellectual stimulation, gocial stimulation, emo-
tional stimulation, apdhéﬁysical stimulation that the lower class
' child does not have in his normal environment. In any case, a
good pre-school program is based on early intérvention with a

structured‘prpgram that is designed to prevent further cultural

deprivation,.303

30?M. E. Bonney and E, L. Nicholson, "Comparative Social
Adjustmerts of Elementary Scheol Pupils with and without Pre-
School Training " Child Developuent, XXIX (Maxch, 1958), Pe
131.

3°3Deu£sch, op. cit., p. 369.




: CKAPTER III | ?
PRESENTATION OF DATA

School Readiness Test Results

Head Start experience.-~ In order to determine the influ-

:edce of the Head Start program on the school readiness level of
the culturally deprived child, the experimental group was admin~f
istered the PMA test before and after ﬁarticipation in the Head
:Start program. The post-test mean total quotient PMA score
(93.32) was found to.be significantly higher than the pre-test

mean score (86.56) made by the same children. The resultant t

yalue (81 matched pairs) of 6.19 proveé significant at the .001
level of confidence; this demonstrates that the experimentél
group showed a highly significant improvement. This improvement :
is attributed to benefits derived through the influence of the
Head Start program since standardized test-retest of the measur-
ing instrument reflects no significant aifference. Also, ex-
traneous learning stimuli afforded these children during the
six-week test period was considered nil.

Control Group I, composed 6f non-culturally deprived chil-
dren from middle and high socio-economic negro and white families,
was compared with the experimencal group in'terms of school

readiness before and after participation. in the Head Start

113
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'fprdgram to determine theé extent the culturally deprived children
5; ;aéproximated the school readiness level of the non-culturally de-
Erived children Sefore and after participation in the HeadStart:
;régram.‘ The PMA test was administered to Control Group I at

time of their entrance into the first grade; these twenty-eight
?hildren did not participate in the Head Start program. A com-
parison of the pre- and post-test results (total quotient score)
;f'the experimental group (Head Start children) versus Control

Group I is shown in Table 1.

TABLE 1

COMPARISON OF t VALUE SCORES BETWEEN THE
EXPERIMENTAL AND CONTROL GROUPS

| Group Testing t P
Pre - vs. post-experimental 6.19 .001 .
Pre-experimental vs. Control Group I 5.20 .001
Post-experimental vs. Control Group I 3.50 .001

The resultant t value of 3.50 between thé means of the post
scores of the experimental group (X = 91.99) versus comparable
scores of the control group (2 = 105.68) 'is significant at the
001 level of confidence. This finding indicates that the school
readiness level of those children who nh-l ;articipated in the

Head Start p rogram waé below that of the non-culturally deprived
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‘children in the same community both prior to Head Start experi-

ence and, though to a lesser degree, even after exposure to the

+

Head Start experience.

School exggrience.-- In order to assess the influence of

ithe Head Start program on the school achievement of culturally
deprived children during their- first experience in a formal
school setting; to compare the culturally deprived children witﬁ
a group of non-culturally deprived children in terms of school |
readiness (IQ) at the beginning of the school yeér, at mid-ternm,
'and at the.end of their first year in school; and to directly
compare the‘culturally deprived children with their classroom
peers in terms of school achievement at mid-term first year, and
end of first year in school, the PMA test was administered to
these groups at the specified time periods.

fhe mean total PMA IQ score of 99.l11 obtained at mid-term
testing by the Head Start children was found to be significantly
higher than the mean total score of 91.99 made by the same chil-
dren prior to their entering school. The resultant t value (81
pairs) of 5.79 proves significant at the .00l level of confidence,
demonstrating that the expefimental group (Head Start Children)
showed a h§ghly significant improvement in IQ scores. It is
important to note that this highly significant gain in function-
ing level is over and above the striking gains these same chil-

dren had previously attained during the course of their Head




‘ Stétt experience. The mean PMA IQ scores bf'theSe'diSadvahtagedf o
children increased from 86.56 to 91.99 (£.001) folloﬁing a six |
ﬁeek exposure to the Head Start program. Consequently, the tota;
ichahge is seen to be from 86.56 to 99.11, a matter of 12.55 IQ
foints. Viewed in another light, the mean functioning intelli-
jéence level increased from the dull normal range of intelligence;
to the middle of the average range (See Table 1I).

| The mean total PMA IQ score of 99.53 obtained at time of
completion of the first year in school was not found to be
significantly different (.05 level of confidence) from the mean
{total IQ score obtained at mid-term testing (99.11), but signifi-
cant at the (.001 level of confidence) when compared with pre-
school scores. This finding indicates that the culturally de-
frived children who participated in Head Start was able to
sustain the previouély obtained significant gains since their
intellectual development was in equal ratio to their chronologi-
cal development during.the latter part'of their first~yéar school
experience.

Contﬁol Group I (composed of non-Head Start children from
middle and high socio-economic families) was used to answer the
question, "To what extent did the culturall§ deprived children
who participated in the Head Start program approximate the school

capacity or IQ level of the non-culturall- fesprived middle or

upper socio-economic class children after completion of the first
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" semester and the first year in the educational systém?":'The:
%instrument was administered to Control Group I at the beginning

;f schooi, at nid-term, and a£ the end.of their first school yea#.
§ The resultant t value of 5.34 between the means of the mid-
lerm scores of the Head Start children versus comparable scores i:
Qf Control Group I (non-culturally deprived children) is sign%fi;
Eant at the .Ooi'level of confidence. This finding indicates
that the IQ level of those children from a culturally deprived
environment whb participated in the Head Start program was stilllk
{significantly below that of non-culturally deprived children from
a middle or high socio~economic eﬁvironment at mid-term first
year in thé same parish school system even after the culturally
deprived children were exposed to the Head Start experience.

(See Table II).

A t value of 2.48 between the means of the IQ scores qb~
tained by the Head Start children at end of their first yéar in
the school system and comparable scores of Control Group I (non-
culturally deprived children) is significant at the .0l level of
confidence. This finding indicates that the IQ level of those
children from a culturally deprived environment who participated
in the Head Start program was still significantliy below that of
non-culturally deprived children at the end of the first year.
However, the difference was not as great as that reflected at

pre-school and mid-term testing.
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Control Group II, composed of all children in each of the
classrooms from four schools that contained the Head Start or
experimental group of children was used to compare the Head Stért
children with their classroom peers. The total of 126 children
thus selegted afforded é direct comparison of the measured in-
tellectual adequacy of the Head Start group versus their class-
room peers with whom they were in direct academic competition.
Since no distinction Qas made as to sbcio-éconoﬁic class, the
subjects in this group were‘those‘classroom peers who happened
to be attending the same classroom (through the normal course of
events in school assignments by school districts).as those éhil-
dren who had participatéd in the Head Start program. None of the
Control Group II}children had attended Head Start; they were
tested at mid~-term and at termination of the first yeér in school
when the Head Start children were re-tested. The resultant t
value of less than 1.06 at both.midrterm and eﬁd of first year
indicates no significant difference in total IQ sccres at these
test periods between children who participaéed in.thg Head Start
program and their classroom peers who had not participated in
the program.

The outstanding finding of this comparison is that the
median and mean IQ level of tﬁe Head Start children are slightly
higher than comparable scores of their classroom peers, even

though the accepted levels of significance were not attained.




‘(see Table II).

Primary Mental Abilities Test Results

Head Start experience.-- In an attempt to determine what

specific primary mental abilities were influenced through the

program afforded those children participating in Head Start, the

data were analyzed on the basis of results obtained from the
four subtests: (1) verbal meaning, (2) number facility, (3)
perceptual speed, and (4) spatial relations. A comparison of

pre- and post-test results (matched pairs) is shown in Table III.

TABLE ITI

COMPARISON OF PRE-~ AND POST-TEST RESULTS ON SELECTED *
TESTS OF PRIMARY MENTAL ABILITIES

S 1btests Total

Measurements Verbal Number  Perceptual SpatialQuotient
Meaning Facility Speed _Relations Score
Pre-test mean 91.14 84.98 83.41 79.55 86.35
Post-test mean 95.35 90.91 92.50 87.02 893.32
Standard Deviation* 8.33 10.23 13.29 14.49 6.88
Number matched pairs 86. 86. . 86. - 86, 86.
Student's t ratio 4.67 5.59 6.31 4.76 6.19
p (probability) .001 .001 .001 .00l .001.

*For matched pairs

While all children showed a significant level of improve-
ment, the pre- and post-test means are worthy of analyses (see

Figure I). The highest pre- and post-test means and the least
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deviation in scores were exhibited in the verbal meaning subtest.

Apparently the culturally depfived children included in this
sample had received in their home environment a greater ability
.to understand ideas expressed in words than ability reflected in
any other suﬁtest.

Spatial relations, i.e., the ability to visualize objects
and figures rotated in space and the relations between them, xe-
flected the lowest pre- and post-test means as well as the great-
est deviation spread.  Conceptualizations at this level of
abstraction'are probably not conveyed to the culturally deprived
child in his home environment with the same import as other
learning stimuli.

The greatest gains were reflected in perceptual speed, i.e;,
the ability to recognize likenesseg and differences between ob-
jects or symbols quickly and accurately. The next greatest gain
was shown in the number'faéility subtest, i.g., the ability to
work with numbers, to handle simple quantitative problems rapidly
and accutately, and to understand and recognize quantitative

differences.

School exgerience.-~ In order to determine the influence

of the Head Start program on the development of specific primary
mental abilities during the Head Start children's first term in

school, the data were analyzed on the basis of the four subtests:
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(1) verbal meaning (2) number facility (3) percéptﬁalvébeéd}‘;.‘
iand (4) spatial relations at mid-term (four month interval) and

at termination of the first school year (see Table IV).

TABLE IV

COMPARISON OF PRE~-SCHNOL AND MID-TERM TEST RESULTS
ON SELECTED TESTS (F PRIMARY MENTAL ABILITIES

Subtests Total
Measurenments Verbal Number Perceptual Spatial Quotient
Meaning Facility Speed Relations Score

Pre-school mean 95,35 90.91 92.50 87.02 90.99
Mid-term mean 96.70 103.35 107.73 92.91 99.11
Standard deviation* 6.91 16.76 11.45 14.97 13.30
Number matched pairs 81 81 81 81 8l
Student's t ratio 1.75 6.65 11.90 3.52 5.79

p (probability) N.S. 001 .001 .001 .001

*For matched pairs

The children showed a significant level of improvement in
all subtests, with the exception of the verbal meaning subtest.
Though the verbal meaning subtest exhibited the highest pre-
school (post-Head Start) test meén, it showed the second lowest
mid-term test mean, thus demonstrating the least significant
improvement.

-The séatial relations subtest reflected the lowest pre-

school test mean and the lowest mid-term (post-Head Start) test
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mean, as well as the second greatest deviation spread. Evident-

fly, the?children did not master learning experiences at this
level of abstraction even in school.

" Again, as in.pre~ and post-Head Start testing, thg per-
.ceptual speed subtest reflected the greatest gain. Likewise,
the second greatest gain was reflected in the number facility
subtest.

\

In short, gains in primary mental abilities during the
Head Start'children's first experience in school were similar to
gains made during those same children's Head Start experience,
with the slight éxception that the verbal meaning subtest did
not show a significant gain in the first school experience as it
did in the.Head Start experience.

The only significant imprévement by-subtest at end of the
first year as compared to mid-term testing was in the numbef
faéility subtest, and this at the .02 level of confidence. While
not significant, the end of year verbal meaning subtest mean score
was slightly higher than that of the mid-term testing, a regres-
sion, significant at the .001 level of confidence was ref:=cted

in both the perceptual speed and spatialﬂreiations subtest (see

Table V).
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TABLE V

COMPARISON OF MID-TERM AND END OF FIRST SCHOOL YEAR
TEST RESULTS ON SELECTED TESTS OF
PRIMARY MENTAL ABILITIES

Subtests

Measurements Verbal Number  Perceptual Spatial

Meaning Facility Speed Relations
Mid-term mean  96.70  103.35 107.73 192,91
End lst year mean 96.86 107.28 102.75 89.83
Standard éeviation* 6.92 14.71 10.21 | 9.75
Number matched.pairs 81 81 ’81 8l
Student's t ratio  {1.00  2.39 4.37 2.83
p (probability) N.S. .02 .001 .001

Cultural-Socio-Economic Differences
In School Readiness Test Results

Head Start experience.-- An effort was made to determine

the influence of cultural-socio-economic status differences on

Rl e L0

school readiness and to determine what areas in primary mental

abilities were influenced by the Head Start program in light of

cultural~sdcio~economic status differences, through the adminis-
tration of the full scale PMA and the selected subtests of the
PMA, respectively.

Full scale PMA.-- In order to detzrzine the influence of

the differences in cultural-socio-—-economic status upon school
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‘readiness, the full scale PMA was administered to the four ex%
iperimental groups before and after participation in the Head
'Start program; comparisons were made of the scores of these
groups (see Table VI). The most significant level of improvement
was shown by Group I, composed of children from a high socio-
economic Negro neighborhood; the least significant level of im-_
provement was shown by Gréup IV, composed of children from a low
soéio~economic white neighborhood. Group II, composed of children
from a high socio-economic white neighborhood, and Group III,
composed of childreﬁ from a low socio-economic Negro neighbor-

hood, reflected the same level of significance in improvement.

The pre-test means 'of all four groups were below the mean of the

TABLE VI

COMPARISON OF FULL-SCALE PMA SCORES BEFORE AND AFTER
PARTICIPATION IN HEAD START

- _Groups _ L
Measurements Group 1 Group I1I1 Group 111 Group 1V Con-
(H~-N) (H~-W) (L~-N) (L-W) trol
Group
Pre-test mean 80.65 103.94 80.04 85.10 104.50
Post-test mean 85.81 109.39 84.39 88.63
Mean increase 5.16 5.45 4.35 3.53
Number matched :
pairs 26 18 23 19 26
Student's t
ratio 4.41 3.43 3.22 1.97
p_(probability) .00l .01 .01 .10
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control group composed of non-culturally deprived middle and high
;socio-economic children, both Negro and white, who were scheduléd
to enter the first gréde simultaneously with the culturally de-
prived children, and who did not participate in Head Start.
Further, only the post-test mean of those Head Start children
from a high socio-economic white neighborhood surpassed the mean
.of the Control Group. The pre-test mean of this group was con-
‘siéerably higher th#n that of the other groups.

These findings indicate that the children participating in
‘the Head Start program improved in school.readiness as a result
of the pfogram. This study further demonstrates that the'school_
readiness of children from the identified cultural-socio-economic
neighborhoods differed.

The pre- and post-test means of the experimental groups
present enlightening data when compared with the mean of the
control group (non-culturally deprived children). Group II,
composed of children from the high socio-economic ﬁhite neighbor-
hood, reflected a pre-test mean (103.94) comparab1e4with that of
the control group (104.50) and a post-test mean (109.39) exceed-
ing that of the control group. The pre- and post-test mean of
the other groups were considerably below that of the control
'group,

Selected primary mental abilities.—- 1In an‘attempt to

determine what areas in primary mental abilities were influenced
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by the Head Start program in Light’of cultural -socio-economic
Astatus differences, data was analyzed by cultural-socio~economic'
groups on the basis of results obtained from the four subtests

of the PMA. These four subtests include: (1) verbal meaning,
‘(2) number facility (3) perceptual speed, and (4) spatial re-
lations. A comparison of pre~ and post-Head Start test results,

by subtests, are shown in Table VII. (also see Figure 1).

TABLE VII

COMPARISON OF t VALUE SCORES BETWEEN PRE- AND
POST-HEAD START TEST SCORES BY SELECTED TESTS OF
PRIMARY MENTAL ABILITIES

Total
Groups . Subtests Quotient
Verbal Number Perceptual Spatial Score
Meaning Facility Speed  Relations
Group I
(High-Negro) t 1.16 2.99 3.11 4.45 4.4
p n.s. .01 .01 -001 .001
Group II ‘ _
p .001 .001 .05 .001 .01
Group III
(Low-Negro) t 1.00 2.64 3.39 £1.00 3.22
p n.s. .02 .01 n.s. .01
Group IV _ ,

P n.s. .20 001  n.s. .10
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The subtest of verbal meaning was used to measure the a-.
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‘bility to underétand ideas expressed in words. A comparison of

the pre~'and pozt-test results of the groups on the verbal mean-

ing subtest are shown in. Table VIII,

TABLE VIIT

' COMPARISON .OF PRE- AND POST-HEAD START TRST RESULTS

ON VERBAL MEANING SUBTEST
Experimental Groups
Group I Group IX Group III Group IV Control
(H-N) ~ (H-W) (L~-N) (L-W¥)  Group
Pre-test mean 87.46  101.61  87.48 90.68 -
B : ‘ 106.08
Standard devia- .
- tion® 8.19 12.53 6.95 5.95
Number matched _ :
pairs ' 26. ] 18. 23. 190
' 26,
- Student's t ' '
ratio 1.16 6.34  {£1.00 1.01
p (probability) n.s. .001 h.s.- n.s.
*For matched pairs

Group II, composed of children from a predominantly non-
culturally deprived neighborhood was the only group reflecting

‘a sighificant improvement in verbal meaning. While the pre-test

mean of tﬁis grbup was lower than the mean of the control group,

the post-test mean was considerably higher. The pre-7and L
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“éost~teé£‘ﬁéaﬂé.6f the.bﬁhér groﬁpé'wefé Iowér‘éhan‘fhe méén bf_
L the control group. |
.‘The-subtest'éf humber facility w&s used té neasure the;a~
bility to work with numbers, to handle simple'qUantative-problemé
‘rapidly -and accurately, and to understand and reéognizé quanta-
'_tivefdifferences;_ A cbmpaxison of fhe p;em and ﬁost~te§t of thei

."gfoups on the number facility,subtest are shown in Table IX. .

TABLE IX

COMPARISON OF PRE-~ AND POST-HEAD.START TEST RESULTS
ON NUMBER FACILITY SUBTEST

Experimental Grbups

Measurenents Group I Group II Group III Croup IV Control | ]
- (H-N) (E-W) (L~N) (L-17) Group. - ]
Pre-test mean 79.35  92.89  82.39 87.26 -
Post-test mean 85.54 103.39 87.17 90.95
Standard devia- ,
tion* 12.03 13.21 9.47 12.14
Number.matched | .
pairs . . 26, 18. - 23. . - 1%. . .26,
Student's t S S . |
ratio . 2.99 4.32 2,64 1.40
p (probability) .01  .,001 - .02 - .20

. *For matched pairs’

All groups, with the exception of children frowm the cul-

‘turally deprived low-white neighborhosd, reflected a high level .
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of improvement.- Both the pfé4'a§djpostétééﬁ,meaﬁs.ofiéllvthe o
éxperimeﬁtal groﬁps fell below that of the eénﬁrdl'group; |

The subtest of.pércéptual speed was used to measure the a-."
.blllty to - rccognlde lihenesses and dlffcrcnces between objeéts
and symbo;s qulckly and accurately. A cémparlson of the pre~ and

. poat—test reoults of Lhe Uroups on. the perceptual spend subteot

are shown in Table X.»

TABLE X..

COhPARISON OI' PRE~ AND POST-HEAD START TEST RESUL“S
ON PuRCLPTUAL SPEVD SUBTLST

Experinental Grouns

Measurements Group I Group II Group IXI Group IV Control
(H-N) (H~-V1) (L~-N) (L-W)
Pre-test mean .- 79.85  109.22 71.74 77.85
' | ‘ 104.96
Post-test mean 86.31 117.00 81.78 90.74
. Standard devia-, o . _
tion* " 12.03 16.78 16.95 18.58
Number of matched | _ |
pairs .. . e 26. : . 180 . 230__ ) . 19. ) ‘ '26
Student's t i S S : |
‘p (Probability) - W01 .05 ..01 - .001

~* For matched pairs

Al)l groups showed significant improvement in perceptual

speed with the children from the low-white socio-economic
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'néighborhoodwreflécting the greaéest chaﬁéé,' Childreﬁ frqﬁ the
.high~white socio-cconomic neighﬁorhodé reflected the leA;t
'change,"waever, their pre- and post-test means were consider- :
ably -above that of the:control group: The pré~'ana post-test
meQns of the other gioups wéré,congiderably'below that*cffthe.

contfoi agroup. | .

The subteét.of spatial rglations was used to measure theé
ability to'visualize objects and figures in space and the rela-
tions between them. A comparison of the pre~ and post-test re-
‘sultg of tbe'gfoups oﬁ‘tﬁe spatial relatioﬁslspbtests.are showh_

in Téble XI.

TABLE XI

COMPARISON OF PRE- PND POST-HEAD START TEST RESULTS
ON SPATIAL RELATIONS SUBTEST

Experimental Groups

Measurements Group I Group II Group IXII Group IV Control
' ' (H-N) (H-W) (L-N) . (L-W) Group
Pre-test mean 68.73 94.39 76.43 84.05
” . _ ' . ‘ 102.54
Post-test mean 82,27 - 107.11 77.65 ~85.84 '
Standard devia- .
tion¥* 20.04 17.33 14.29 10.18
. Numbex matched _ - .
© pairs 26. " 18, 23. =~ 19. " . 26,
~Student's t :
ratio 4.45 = 4.27 £1.00 <1.00
p (Probability) .001 Y5 T

*For nmatched pairs
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:éhe.éﬂiléréﬁ ff&m'bothqfhe high ﬁégfé.éhé high'wﬁiéé.sbcibi:
_économic.neighborhoods‘éhowed an exceedingly hiéh degree of im-
provement in spatial‘reiations. Children from the low Negro:and>
lov white socio-cconomic neighborhbédé’showed no'imprpveﬁent in
 this éregi 'The.pqst~tegt mean of the high white_sbéib—economic
group.gurpéssed tﬁé mean of the contrél group. The pre- and
'post;tcst means of the other.groups were éonsiderably‘lower than
}that of the control group.

In comparing all subtest, the most significant overall
gain, was on thé percéptual speedisubteét, wifh all groups acﬁ-
‘ievding the .05 level of confidence in impxoveﬁent. The numberxr
facility subtest refiected the next highest level of improvement
with three of the four grouys ref}ecting improvement at the',OS
;level of confience. The low-vhite group achieved improvement at
?he .20 level of cénfidence. In the spatiai relations subtest,

both groups of children from non;culturally dépriveé neighbor-
hoods showed improvemen£ at the .001 lével of confidence. The
_other two groups, from culturally deprived neighborhoods showed
no significant gain in spatiél relations ability. Only those
.children from non-culturally deprived shite neighbérhoods'showed
improvement in the verbal meaning subtest and this was at a
significantly-high.levél of confidence (p.a;OOl).

By subtcsts, in only one instance d°d the pre-test mean

‘score of any expcerimental group exceed that of the control group.

I O
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iﬁ thé.peiéeptﬁéi—Qpeed-suﬁtest,~the éfe;tééi meannéédéehsfﬁéﬁii;;wm
éren from the high socio-economic white neighborhood surpassed

the mean score of the control group. The post-test mean scores

of this group exceeded that of the control group in three of-the
four subtests: verbal meaning, perceptual speed, and spatial ? 5
relations. The post-test means of the other groups did not ex-

.ceed the mean of the control group on any of the subtests.

School experience.-- An effort was made to determine the

influence of cultural-socio-economic status differences upon
school achievement through'the administration of the full scale
PMA and the selected subtests of the PMA, réspectively, at mid-

term (four month interval) and at completion of the first year

iIn the educational system.

Full scale PMA.-- In order to determine the influence of

'differences in cultural-socio~economic status upon school achieve-
ment during the Head Start children's first experience in school,
the full scale PMA was administered to the four experimental
groups prior to entering school (pre-school), at mid-term, and
end of first year in school. ,

The most significant level of improvement (t ratio) was
shown by Group IV (L-W); the least significant level of imprové—
hent was shown by Group II (H-W). Groups I (H-N) and III (L-N)

‘showed as equally significant level of improvement with Group IV,

although ‘the t ratio of these groups were slightly lower than
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TABLE XII ' T ]

COMPARISON OF PRE-SCHOOL AND MID-TERM TEST RESULTS .
OF FULL SCALE PMA BY CULTURAL~SOCIO~ECONOMIC ﬁROUPS L

Expeximental Groups

Measurements Group I Group II Group III  Group IV Control |
- (H-11) (H-v1) (L—-N) (L-W) Group _ !
‘Pre~School.mean - 85.81  106.10 84,39 88.63
' ' | 04,50
Mid-term mean = 94.22 110.20  90.76 100.00
Mean increase 8.41 4.80 6.37 11.37
Standard devia- - |
tion*: 6.87 7.06 5,15 - 7.65 |
Nunber matched : :
pairs | 23 20 17 - 21 _ 26 1
Student's t | - : - | ?
ratio 5.76 2.29 4.98 6.69 "
' S S g
p (Probability), 001 .05 001 001 :

* For matched pairs

Croup IV (L-W).

With the exception.of Group I1I fH~W), the pre-school test
means of all.gioﬁps were below that of the control group. This
was also true for tﬁe mid-term test means.

The findings indicate that school achievement of identifi-
able cultural-socio-economic groups differed. They also show
; . ‘.thé£ both the high and low whitg.éroupé had pre-school and mid-
é tern hean.test scores that wére above those qf both.the high

. and low Neg;o_éroups, indicating culture (race) may be a more- |
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determining factor in school achievement than socio-economic

factors. . é
Comparisons between mid-term and end of first year test

scores obtained by the different cultural-socio-economic groups

showed no significant difference (.05 level of confidence) with | ,

the exception that the children from a low socio-economic negro

neighborhood showed improvement at the .05 level of confidence.

Children from both the low negro and white socio-economic neigh-
borhood reflected gains at the end of the first year over those

_exhibited at mid-term; children from the high negro and white

socio-economic neighborhoods reflected a regression. (See Table
XIII.)

TABLE XIII

COMPARISON OF MID-TERM AND END OF FIRST SCHOOL YEAR
TEST RESULTS OF FULL SCALE PMA
- BY CULTURAL-SOCIO-ECONOMIC GROUPS

Measurements Experimental Groups Control
' Group I Group II Group III Group IV Group
(H-N) (H~-W) (L-N) (L-W)
Mid-term mean 94.22 110.90 90.76 100.00 112,36
; End lst year mean 93.52 109.40 93.35 101.71 108.50
| Mean Difference - .70 - .50  +2.59 +1.71
Number 23 - 20 17 21 28

Student's t ratio £1.00  <£1.00 2.27

- p (probability) n.s. n.s. .05
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Selected primary mental abilities.-- In order to détermihef” S
the inflpence of differences in cultural-socio-economic status | j
on school achievemént as to primary mental abilities during the ‘
Head Start children's first experience in school, these four sub-

tests ﬁere administered: (1) verbal meaning, (2) number facilify,

(3) pérceptual speed, and (4) spatial relations.

The subtests were administered to the four experimental

vgroups prior to entering school, at mid-term, and at end of first

year in school.

A comparison of the pre-school verbal meaning subtest means

and the mid-term verbal meaning subtest means of the experimental

groups are shown in Table XIV.

TABLE XIV

COMPARISON OF PRE~SCHOOL AND MID~TERM
VERBAL MEANING SUBTEST SCORES

Experimental Groups

Measurements Group I Group II Group IIIX Group IV Control
(H-N) - (H-W) (L-N) (L-W) Group

Pre-school test -

mean 89.38 109.10 90.88 91.81

106.08

Mid-term test -

mean ©91.39 211,35 89.12 94.71

Student's t ratio 1.12 1.10 1.36 3.41

p (probability) n.s. n.s. N.S. .01
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;!‘Gfgup i§ (L;W).w%s_fhé-oniffgrqué:tﬁaﬁi%ééleétéﬁ a.éigﬁi~
ficant level of improvement in verbal meaning. Group III (L-N) -~
‘aétually éhowed.a.régfession in.vefbai-ﬁeéniﬁg ébiliﬁy.' 6nly.}'
* the teSﬁ ﬁean of Group II.(H;Wf surpassedfthe téét mean of ﬁhé -f
.ébntrol group; however, the tést mean of Group II_was‘higherd
than' that of the control groﬁp’ﬁn both the ﬁrenschopl émd mid;z
term tésts. The ﬁre~ and post-test means of both white groups
exceeded comparable means of both Negro gfoups.

A comparison of the pre-school number‘facility_subtest
‘means with the ﬁidwterm'ﬂumber faciliiy:subtest meahs.are shown

in Table XV.

TABLE XV

'COMPARISON OF PRE-SCHOOY AND MID-TERM
NUMBER FACILITY SUBTEST SCORES

-

Experimental Groups

f ' Measurements' Group I Group IXI Group IIX Group IV Control
g - (H=-N) (H-W) (I-N) (1.-W) . Group
E . Pre-school test e S
E | ‘mean . : - 85.25 102.05  90.53 92.48
Mid-term test | : | - 106.58
Tnean 88,61 . 112.55 96.53 105.29
.student's t ratio. 6.10 - 3,65 2.87 4,82
p (Probability) .~ .001 . ,001L ° -.01  .001

e v T - At

- On the number facility subtest, Grovp I (H-N) showed the

_most significant level df,improﬁement in* light of t rafiosg
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‘.howevet, ih tetms.of probébiiity;-Groops”Ii (ﬁ-ﬁ)_ohd'iQI(LfW)i
_éhowea on eqhaily significént level of improvement.' Group IIIX
’(L~N) reflectcd the least sxghlflcant level of 1mprovement.

A compgrlson of the experimental groups number £ac111ty
subtest means with that of the conLrol group revea]s Lhat no ex~j
‘_.ptrlmental group has a pre~school mean as thh as tho control .o
group. However, the mid-term subtest nmean- of Group iX (H-W) was
higher than that of the control group: also, the mid-term sub-
test mean of Group Iv (L~W) approxxmated that of the control
~.group although.lt did not cqual or surpass that of the control
group. »

The most important finding is that all groupsﬂshowed a
highly'signifioant level of imp;ovement on the number facility
subtest. Also, as on the vetbal.meaning subtest, both the high
ond low whito groups had respectively higher meéns on the pre-

. ochool andlmid~term testiho’than did the high and low.Negro
groups. - .o o

A comparlson of the pre~school perceptual speed subtobt
" means and the mid-term perceptudl speed subtest means are shown
-in Toblé XVI.

Although Group I (H-N) showed the most. s1gn1f1cant level
of 1mprovcment in terno of t ratlo, both Gruops I (H-N) and v
.(L«‘) reflccted an equally signigicant level of 1mp10chent 1h

terms’of probablllty. Group II (H-W) dld not show a significant




' Pre-school test ' | | I .
- Mmean | 86.54 110.45  84.94 . 93.29

- | . 104,96
Mid-term test : '

means 103.61  114.00 93,29  117.95
Student's t ratio 5.81 . £1.00 2.46 - 4.67.
p.. (Probability) 001 mn.s. .05 . 001 _
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' TABLE XVI

COMPARISON OF PRE-SCHOOL AND MID-TERM
PERCEPTUAL SPEED SUBTEST SCORES

Experimental Groups

Measurements ' Group I 'Group JI Group III Group IV Control
(HuN) _(11-w) (L-N) (IL.-¥)  Group

level of improvement; Groﬁp III (L-N) showed improvement at the

.05 level of confidence.

The pre-school test mean of Group II (l-W) was the only

mean to exceed that of the control group. However, the mid-
term test mean of both Group II (H-W) and Group IV (L-W)

surpassed that of the control group. Again, both the high and

- low white groups had reépectively higher pré-schqpl and mid-

term test means than comparable means of the high and low Negro
groups.:

- . A comparison of the pre¥schobl spatial relations subtest

- means and the mid-term spatial relations subtest means are shown

-in Table XVII.
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TABLE XVII
COMPARISON OF PRE-SCHOOL AND MID-TERM
SPATIAL RELATIONS SUBTEST SCORES

Experimental Groups

Measurements ‘Group I Group II Group III  Group IV Control
(I=N) ___ (H-W) (L-N) . - (L-W) - Group

Pre~-school test S : '

. mean . 81,33 103.60 '81.29 .85.90° . .
' | ' 102.54

Mid-term test :

mean 91.52 104.35 86.12 - 89,05
Student's t ratio 2.49 <1.00 1.60 - 1.14
p (Probability) .05 " n.s.. n.s. Nn.Ss.

On the spatial abilities subtest, only Group'I (H-~N)

showed a significant level of improvement; all other groﬁps

improved but not to a significant degree. Again, both the high

gnd low whité_groups had respectively higher means on the pre-
school énd mid-term testing than did the high and low Negro
groups. Only Group IIX (H;W) had a pre;school and midnterm'mean
that exceeded that of the control group.

When all groups were cqm#ared on all subtests, the most
signifiCant'gain was-on the numbér facili£y°subtest with three
_groups achieving.at the,.OOlvleyel.of qonfidehce aﬁd the fourth
group (Group III)achieving at the‘.Ol level of confidgnce. In. -
other words, the number facility subtést sﬁowed tﬂe greaﬁest .
galn in 1mprovoment during thc.chlldrcn s first térm in school,

. ... thus supplant:ng the pecceptual speed subtest which showed the




B £ PR P Rt

14

;gééateéf éaiﬁ.iﬁ‘iﬁpf;veﬁent-dﬁtinéxthenﬂéanéférﬁ eiperiehcé,
The next greatest improvemént by all groups was deﬁonw
Lstrated on the perceptuai speed subtest. The ieast improvemént.f
vas demonstrated on the 8pé£ial relations subtest.

Tne pre~school mean of Group II (H~W) excccdcd the control
group mean on all, subtesté ezcept.the numbcr fac1l1ty subtest..
‘No other expérimental group pre~school mean exceeded Lhé control
:grbup mean on any subtest. Although the midnte;m mean of “roup
II exceeded that of the control group on all four Subtests, no
‘other experlmentél group mean exceeded that of ‘the control |
group with the one’ exception of the low socio-economic white
. group on perceptual speed. It is important to note that-all
experimental groups showved sone- improvement in mean scéres

(although not always to a significant degree) between their pre-
school and mid-term test results.with the one exception of Group

IIX (L-N) on-the verbal meaning subtest. 'Group IIX showed the

only regression in mean scores.
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As indicated in the full scale PMA test results the chil- . f

dren in the different cultural-socio-economic groups were able,
:at the end of the first year, to maintain the remarkable gains

‘obtained at mid-term testing. Analysis of the selected primary

mental abilities subtests reflects similar findings (see Tablé

XVIII).

Children from a high socio-economic negro neighborhood re-

flected end of first year means lower than that obtained at mid-

.term testing in all subtests.with the greatest difference being.
shown in peréeptual speed. However, the differences in any
subtest was not significant at the .05 level of confidence.
Children from the high socio-economic white neighborhood re-

flected end of year means lower than mid-term means in all sub-

tests except perceptual speed. The regression in number facility
and spafial relations‘subte§ts wére significant at the .05 level
of confidence. Children froﬁ the low socio-economic Negro
neighborhood reflected end of year_gains over mid-term scores

in all categofies except spatial relations. Gains in percéptual
speed was significant at the .0l level of confidence. Whilevnot
significant at the .05 level of confidence, children from the

low socio-economic white neighborhood reflected improvement in
end of year scores over their mid-term scores in each of the
subtests.

It is important to point out that children, both Negro and
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” ;hifé;’fréﬁ the lbﬁ‘sséiOFQédhdmic néighbérh6;é§ é;héiﬁuéé;'At”w“
end of the first year, to show improvement over mid-term test
Scores in the mental age/chronologlcal age (IQ) ratio while those
children, both Negro aﬁd white, from the high socio-economic
'ﬁeighbdrhoods failed to reflect such continued gains.

only children in Group IV (L-W) showed improvemenf in

§ Spatial relationé. Those children in Group III (L-N) and Group

IV (L-W), showed improvement in number facility and verbal mean--

ing. All groups with the exception of Group I (H-N) showed

improvement in perceptual speed (See Table XVIII).

TABLE XVIII

COMPARISON OF MID-TERM AND END OF FIRST YEAR SUBTEST
SCORES BY CULTURAL-SOCIO-ECONOMIC GROUPS

. Subtests
Groups Verbal Perceptual Number Spatial
Meaning Speed Facility Relations

Group I (KH-N)

Pre-school - 89.38 86.54 85.25 81.33
Mid-term . = 91.39 103.61 98.61 91.52
End 1st year 89.78 100.30 98.60 90.87
Group IXI (H-W)
Pre-school 109.10 110.45 102.05 103.60
" Mid~term 111.35 114.00 . 112.55 104.35
End lst year 111.00 117.20 108.50 100.30
Group III (L-N)
Pre-school 90.88 84.94 90.53 81.29
Mid-term 89.12 93.29 96.53 ‘'86.12
End lst year 90.94 105.65 96.59 82.47
Group IV (L-W) .
Pre-school 91.81 93.29 92.48 85.90
Mid-term 94.71 117.95 105.29 89.05
End lst year 95.95 117.99 106.81 89.67




L . CHAPTER. IV.

f

SUMI'IARY', CONCLUSIONS, AND RECOMHMENDATIONS

Sunmary.

Introduction to the study.-- Cultural deprivation is the
ﬁractical deprivation of the respectability, opportunity, and‘
achigvement thét comes from the mainstream of a given culture.l
In terms of thié stqdy, oﬁe is said to be cultﬁrally deprived 3£
he experiences the lack of intellectual, social, emotional, and
physical stimulation that comes from béing'a‘paxt of the American
niddle class cére culture. Sinqé cultural deprivation abounds
in the lowver class; both qgantitatively and qualitatively, "cul-
tural deprivation“ and "lower élaSs" are used interchanéeably in
this study.

A review of the literature‘reveals that the school readi-
hess of a child is associated with his prefious living experi-
énces. It is therefore impoftant that there be a cbntinuiﬁy'be~
tween the cultural experiences of everyday‘iife and.the»cultural

2

experiences of formal education.® When such a continuity does

| lFrank'Riessman, The Culturally Deprived Child (New York: .
Harper and Row, 1962), p. 3.

230hn Honingnan, Culturxe and Persbnaliﬁg»(New York: Harper
.;_and Row, 1954), p. 181, :

144
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' not exist, ?he‘childeill not be developmentally reéay télentér%‘fu
" school. u

The liviﬁg experiences of the culturally deprived child,
sﬁpplieé moStly through the home, do not.provide him'with.ﬁhe
,,environmental stlmulattons needed to enable him to reach the
developmental level of the non- culturally daprlved.chlld. His
'tliving experiences are 1dck1ng in adequage inte*lectual, sociél{

“emotional, and physical stimulations; he is developmentally be;

' low the non- culturally deprlved Chlld in all of these aréas; '
 Consequently, the school readmness 1evel of khe culturally de-.
:prived child is considerably below that of the non-culturally

- deprived child. This lack_of'school readiness often results

in lack of acédemic success in school, poor 50cial.gnd/or emotion-
- al adjustment in school, poor physical well~being in school, de-
.viant patterns of behaviox in'schobl, school drop-ovts, and other
.evidences of failure in school.

School administrafors-and teachers have, for the most part,
ighored the lower class child's failure to meet the standards‘éf'
- the middle ciéss'schqol. Some administrators.and teachers have
done this consciously in the fo?m of active discrimination.
Oéhefs have done this subcoﬁsciéusly in the form of paséi&e pre;
judice. The remaining few.adminiétrators'gnd teachers have giveﬁ
étientiqn éo thé defiﬁition of culturol deprivation; the.déscrip~

-;ioh of cultural deprivation, and the details of cultural

P -
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- deprivation, but the dilemma of culturél.geprivation for the
:school.still exists., |

IA reéent years,~profe$siona1 peréons inlfhe educational
. and sodiél scienéeé-souéht not ohiy to'fecognize'the problems
of the culturally deprivéd child and -to recommend solutions fox f.
:these.éroblems, but to also provide active remedies:fortfhe'
alleviation of these problems. In'iéss';ecent years, kindergar-
ten and nursery school programs were pxovided to help prepare
children for their first experience in formal school settings.
H&we?ér,'neiﬁher_of theéé é:ograms were désigned specifically
ito meet the needs of the culturaliy depriyed child. The most
recent and most effective femedy was provided by the Economic
Qpportunity Act of 1964 and was activated in the form of "ﬁead

- Start" programs in the'summer of 1965. ‘This thesis is concerned
with an evaluation of the Hea& Start program conducted in East
Béton Rouge Parish during the summer of i965 and ité influence

on the school readiness level of those culturally deprived chil-

dren vho were in attendance.

Purpése of the sﬁud§.~~ The §urpose of this study Qas (1)
to determine the influence of the Head Sta££ program on the
' échool readiness level of culturally deprivéd children,.(é)_td
:compare the cﬁlturally depri%ed chiidren witﬂ a groupféf non-

'culturally deprived children ‘in teriss of school readiness before

: _;and after participation in the Head Start program, (3) to
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" determine what specific primary mental abilities were influenced
%through the program afforded those children participating in
{Head Start, (4) to compare the culturally deprived children
.with a group of non-culturally deprived children in terms of .
"school achievement (IQ) at the beginning of the first school j
fyear, mid-term, and end of the first school year, (5) to comparé
Zthe cqltural}y.deprived children with their classroom peers in
?terms of school achievement (IQ) at mid-term and end of the
Efirst school year, (6) to determine the influence of difference;
'in cultural-socio-economic status upon school readiness, and (7)
‘to determine what areas in primary men£a1 abilities weré ihflu- |

enced by the Head Start program in light of cultural-socio-

economic status differences.

Conclusions

Influence of Head Start on school readiness.-- The Head

Start program had a positive significant influence on the schodll
readiness level of culturally deprived children-who were in |
attendance. The improvement shown by these children is attribu-

ted to benefits derived from attendance in the Head Start prograﬁ
since standardized test-retest of the measuring instrument re-

flected no significant difference3 and since learning experiences

3Chesteen, et al., "The Effectiveness of the Head Start
Program in Enhancing School Readiness." p. 8. (Mimeographed.)
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" ‘outside the Head Start program were considered to be non-contri-

butory. This improvement verifies that culturally deprived
children are receptive to learning stimuli when the stimuli are

bresented in light of their previous learning experiences.

Degree of approximation after Head Start.-- Although this

gtudy demonstrates that the lead Start children more closely ag~‘
éroximated thé school readiness level of the non-culturally
heprived children after participation in the Head Start program
ﬁhan before participation in the program, it does not demonstraté
ﬁhat the Head Start children fully attained the school readiness
level of the non-culturally déprived children. However, since
gome approximation was made, it is concluded that the program was
beneficial. Further, it is concluded that a longer and more in-
tensive program might have helped the Head Start children to
fully approximate the school readiness level of non-culturally

deprived children.

School experience.-- This study demonstrated that the Head

Start program had a positive influenqe on the school achievement

of the culturally deprived children who participated in the pro—‘
gram during thése children's first year in school. The improve-
ﬁent that these same children had previously shown duting their

Head Start experience was extended into their immediate first

experience in school. Their increase in IQ mean scores was from
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zthe end of their first school year. This is over and above the
iincrease in their mean IQ scores from 86.56 to 91.99 during the
?course of their Head Start experience. The over-all improvementi
ffrom the beginning of the Head Start program to end first year
Eis illustrated by noting that these children moved from the meani
Eunctioning intelligence level cf the dull normal range to the !
ﬁean functioning intelligence level of the middle of the average
?ange. | |

Conclusions can also be drawn from this study concerning
fhe comparison of the Head Start children with their classroom
peers in terms of school achievement. Although the culturally
deprived children can compete successfully with their classroom
peers (composed of culturally'and non-culturally deprived chil-
dren) in educational competition,-the culturally deprived
ehildren are still at a disadvantage in competing with non-
culturally deprived children. However, it is encouraging to note
that this difference diminished from a .001 level of significant
difference at pre-school experience to a .0l level of significant
aifference at the end of the first school year.

Again, one could not expect the Head Start children to com-
pletely overcome all the adverse effects of cultural deprivation

in the first year of their school experience, especially when the

pre-school program was only six weeks long. It is not known

o s 4 Bt a e e e e vm s
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" 91.99 at the beginning of their first term in school to 99.53 at
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’Qhééhef}'with'aaaitlénéi‘ye553'of'scﬁboi experience, the Head
§Start children will gradually approximate the IQ level of the
;on-culturally deprived children. If they do rot, the possibility
 of their obtaining higher education will be diminished, for at
fhis level of education, they will be thrown into direct competi:

tion with individuals who are, for the most part, non~cu1turallyi

deprived.

Primary mental abilities (Head Start).-- The Head Start

program produced a positive effect on the school readiness levelj
bf the culturally deprived children who participated in the pro-
éram, as determined by an analysis of the subtests. There was
a significant level of improvement shown on all subtests. The
ieast significant level of improvement but the highest pre-Head
Start‘test means were shown on the verbal subtest, indicating
ﬁhat the children in this study had received more verbal stimula-
tion in their home environments than stimulation measured by any 
of the other subtests. |
‘It is concluded from an analysis of the pfe- and post-test
means scores on the spatial relations subtest that culturally ‘
deprived children are not taught this level of abstracﬁion in
fheir home environment with the same intensity as other stimuli.‘

Since the two greatest gains were on the perceptual speed

subtest and the number facility subtest, it is concluded that

these two abilities are easier for the children to master in a




j 151

" brogram such as Head Start. Number facility, though not neces-

sarily a part of the culturally deprived children's home environ%

'ment, can be easily taught through rote learning'which requires
:a minimum of abstractive ability and a minimum of cultural underE‘
'standing. Perceptual ability is not an ability that is stressedi
?in the home environment of culturally deprived children, but witﬁ

some innate intelligence children can swiftly increase their

perceptual experiences.

H

Primary mental abilities (school experience).-- An analysie
of this series of subtests reveals that the gains made during
fhe school year were‘similar to gains made during the Head Start
experience. It is concluded that the school experience merely
served to further reinforce the benefite derived from the Head
Start experience.

b ]

Cultural-socio-economic differences.-- This study demon-

strated some of the influence of cultural-socio-economic status
differences on school readiness, and also shows some finding con-
cerning the influence of the Head Start program on experimental
groups that have these differences. The findings of this.study
demonstrate race was the primary factor in determining differences
in the school readiness level of culturally depriﬁed children as
to their cultural-socio-economic neighborhoods. This study also
demonstrates»that the socio-economic level of the neighborhood

~served as a secondary factor. This finding is interpreted in |
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ilight of the geographical region in which the study was conducted.

H !

EIt is likely that regional differences exist; perhaps in a lesst
fracially conscious region, this study might have shown socio-

?conomic status to be the major factor rather than cultural
g(racial) factors. |

| The school readiness level of the children from both the
high and low socio—economic Negro neighborhoods was considerablyi

below the school readiness level of the children from the high

énd low socio-economic white neighborhoods. Evidently, children

from the white neighborhoods were afforded learning stimulations.

T oL R SN

in their home environments nof afforded the children from the
Negro neighborhoods. The white children, apparently, were ex-

posed to a wider range of living experiences, thus a wider range

of learning stimuli,tﬁan the Négro children.

}Within the cultural or racial environment, the socio-
economic neighborhood was a distinguishing factor in determining
school readiness. The school readiness level of children from
the low socio-economic white neighborhood was considerably below
that of the children from the high socio-economic white neighbor-
hood. Children from the low socio~economic Negro neighborhood
reflected a lower level of school readiness than tﬁose children
; ' from the high socio-~economic Negro neighborhood. Within the
iimitations already impqsed by culture or race, socio-economic

status. sets further limits to the range of learning stimuli to
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re exposed.
g - As shown, children from the high socio—~economic whiﬁe
;eighborhoods were afforded the widest range of living experiancas
and learning stimuli; therefore, fhey showed a greater readinesa
&or school than any ofher gfpup. These children had‘the double
advantage of favorable aultural or racial conditions ané favor-

able socio-economic status.

Children from the low socio-economic white neighborhood

- ——

group, while not culturally or racially restricted,'lack the soci§~
economic status of the children.from the high-saciOfeconomic

white neighborhoods Jhildren from the high socio-economic Nearo.group,
while,not economicallj restricted, are racially restricted in.

that the social environment does not allow them to participate

in as wide a range of living experiences as that afforded chil-
dren from a white neighborhood. Children from the low socio-
aconomic Negro neighborhood are the most severely deprived since .
they have the double disadvantage of cultural restriction and
socio-economic restriction of living experiences. A final note
might be made that all of these groups were favorably influenced

by the Head Start experience.

Full scale PMA (school experience).-- The most significant

level of improvement (according to t ratios) was shown by the
low socio-economic white group. They came to the Head Start pro-

gram with more already established intellectual ability than any |
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other group with the exception of the high ’sdéié;éébhaﬁ{ié' ‘white
Eroup. Thus, the experiences'afforded in Head Start might have
Seen more familiar to théir native environment and the‘possibilify
of their internalizing these experiences was increased. Finally;
the low socio-economiq whité group were not required to span the;
;acial or cultural difference between their home experience and
their Head Start experience as were the Negro groups.
; Since the high socio-economic white group had the highest
initial test score, they had less experimental distance to make
ﬁp between their native environments and the Head Start enyiron—'
ment. Therefore, they did not improve as much as the other groups
because they were closer to the éttaining of the Head Start ex-
perimental‘level initially. |
An anal;sis of the Head Start children's school achievement
indicated that culture (race) was a greater variable in influ-
encing school achievement than socio-economic status. Socio-
economic status was again found to be a secondary féctor,
operating more within racial groups than Between racial groups.
Selected primary mental abilities.-- As to distinctions in
primary mental abilities as shown by the subtests, no specific
conclusions can be drawn from the.dafa presented othef than thew
findings that have already been presenfed. However, some general
interpretations can be made.

In a comparison of the subtests, the greatest gains were
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"shown on the perceptual speed subtest because of the increased

%ange of perceptual experiences afforded. This was especially
}rue of the children from the low socio-economic Negro and white?
ﬁeighborhoods and the high Negro group (whose perceptual range ‘
;as previously limited by recial factors). The number faeiliey
subtest reflected the next highest level of improvement perhaps
because this was the one subtest in which children used primarily
rote learning. It is concluded that cultural-socio~economic
factors do not have as an adverse affect on abilities that
»require rote learning as abilities that require more advanced
learning. The two groups of children from non-culturally deprived
neighborheods showed improvement in spatial relations while the
two groups of children from culturally deprived neighborhoods
did not; it is assumed that the chilﬂren from non-culturally de-
prived neighborhoods had more experienee in abstract thinking in
their home environments. Only those c¢hildren from non-culturally
deprived white neighborhoods showed improvement in the verbal
meaning subtest; this is because the experimental distance in
verbal meaning between home environments and the Head Start en-
vironment was too great for the other groups to overcome.

By subtests in only one instance did the pfe—test mean
ecore of an experimental group exceed that of the controd group,

composed of middle and high socio-economic Negro and white chil-

dren. The mean score of the high socio-economic white group
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" ‘exceeded the mean score of the control group; indicating that
i .

bnly this group was provided with as wide a range of perceptual
;xperiences in tﬁeir home environment as was the control group.
;; Since the post-test means of the other experimental ‘
;roups did not exceed the mean of the control group on any of the
isubtests, it might be concluded that this particular head Start
program did not help the culturally deprived and/or racially
ﬁeprived children to fully approximate the achievement level of‘

the control group in verbal meaning ability, perceptual speed,

number facility, or spatial relations.

Recoﬁméndations

The . lack of stimulation in the living experience of the
culturally deprived children is evident, and unless some pre-
échool program intervenes to make up the resulting develbpmental
deficit, these children are likely to experience a deprivation
in educational experience to complicate their deprivation in
other life experiences. Such a pre-school program is in the in-
terest of both students (culturally deprived) and teachers.
Teachers are familiar with the inherent difficulties involved in
trying to teach children with a wide range of intellectual,
social, emotional, and physical differences.

The background literature surveyed for thif study reveals

that a pre-school program similar to Head Start reduces these

_differences considerably; it also suggests that a more intensive,
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'ioﬁg—range pre-school program might do away with the effects of
environmental differences‘to an even more significant degree.
This study suppérts the general findings of the 1iterature in
fhat the pre-school Head Start program did tend to reduce dif-
ferences in school readinesé and in school achievement between
@ulturally deprived children.

The study was particularly demonstrative in terms of in-
tellectual development. Teachers are well aware of the differ-
ence in teaching a class with a measured IQ range.of 86.56 to
105.68 versus teaching a class with a measured IQ rangé of 91.99'
to 105.68. The former figures indicate the pre-Head Start in-
tellectual performance of the culturally deprived children and
the latter figures indicate the post-Head Start intellectual
performance of these same children; both are compared to the
intellectual performance of the non-culturally deprived
children.?

This study was not so demonstrative in terms of social,
emotional, and physical development. This was.due in part to
the measuring instrument ﬁsed and in part to the particular areas
of development that the study was designed to measure, that is,

"school readiness" and "school achievement". Future studies

o 4Chesteen, et al., "An Evaluation of the School Achieve-
ment of Head Start Children" p. 1ll. (Mimeographed.)




!
f

158

1
'
A}
)
t

[
i

' iiﬁi’ght,"wari"t ‘to empirically demonstrate more clearly the extent to
ﬁhich a pre-school program such as Head Start can positively in- .
ifluénce the social, emotional, and physical development of the .
jculturally'deprived child.
: This study also supporfs the revelations of the literaturet
iin that it strongly indicates that a more intensive, long-range
.ﬁrogram is needed to help the culturally deprived children attain
fhe developmental school readiness of the non-culturally deprived
phildren. It is evident, at this point, that the culturally de-~
prived children made significant gains in attaining this level |
6f school readiness through participation in a pre-school program
that 1ast¢d only a few short weeks. Therefore, it is not hard
to visualize the even greater gains that might be made by cul-
turally deprived children thréugh participation in a program
provided for them at an even earlier age of development. The
literature gives some indication that such a long-range program
would have tremendous implications for the school readiness level
of culturally depriQed chi}dren if the program was provided at
as early an age as three years. The present study tends to
support this idea. Perhaps future studies might document this.
The literature suggests that cultural factors play as
great a role, if not greater, in determining cultural deprivation
and consequent school readiness of culturally deprived children

as do socio~economic factors. This study shows that cultural
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" Factors play a greater role in determining cultural deprivation

Eand consequent school readiness than do socio-economic factors.
fSocio—economic factors tend to serve only as secondary determi-
;nants. This has strong implications for the administration of
'the ﬁead Start programs. In short, careful considerétion needs
‘io be given to the fact that Head Start programs and Head Start
édministrators aﬂd teachers need to be free from the cultural
festraintb which the child faced in his home environment.

The authors of this study are aware of the possibility that
iegional differences might have had an influence on the findings
of this study, particularly oh the findings which were concernéd

with cultural-socio-economic status. For this reason and because

more research needs to be done in the area of cultural-socio-
economic differences asAthey affect school readiness (both the-
oretically and empirically), it is recommended that more studies
similar to this study be conducted in the future. If such studies

are conducted over many regional areas and over many years, per-

haps the regional variable and the longitudinal variable can be

at least partially eliminated.
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