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that earn money. They can give hope. The poor must
learn to help themselves. "'

The real answer, however, lies 1in the type of educa-
tion which is afforded for these children. PFrom test
results and observations one is led "to conclude that a
majority of children in disadvantaged communities come to
school very unprepared to succeed in the tradltional
school curriculum: +they come to school already serlously
retarded, particularly in their verbal sxk111s. "7 The
school must relate to their world and not to abstract
ideas. These chlldren need to see their own lives as
relevant and acceptable.

Society must view children of the disadvantaged as
humen beings potentially able to learn. Some could be
college material but the standard curriculum, without
changes which meet their needs, only hastens their fallure.
Why pre-school?

"The task of the pre-school is to lay the foundations
on which it is hoped can be built later school success,
something which statistics normzlly deny the disadvantaged

nld

child. These are the formative years.

1050nn Hersey, "Education: An Antidote to Poverty,"
Teaching the Disadvantaged Young Child, New York; National
Assoclation for the kducation of Young Children, 1966, p. 113,

1{Gorcton P, Lidcie, Robert &. Rockwell, “The Role of
Parents and Family Life," Educating the Disadvantaged Learner,

ops cit., p. 399.
18Richard Corbin, Muriel Crosby, ed., 0p. cit., pp. 40-41l.
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Bloom's recent study of human development based
upon longitudinal and other studies, presents the
proposition that environmental variations can have
their greatest effect durlng the period of rapid
change for that characteristic. For many develop-
mental characteristics, including height, intelligence,
and intellectuality, as well as aggressiveness 1n
males and dependency in females, fully half of the
organism's total development occurs before the child
reaches school age. Iven general school achievement
ls half developed by grade three. This would suggest
that in order for eavironmental manipulation to have
its greatest impact in the area of 1ntellig?80e, it
ought to occur during the pre-school years.

Learning, as indlcated in the sectlon on language,
1s based on early experilences. If enrichment is not begun
at an early age, speech becomes increasingly difficult to
alter,

The curriculum must be altered to benefit the disad-
vantaged so that they may have the opportunity to be
stimulated by thelr surroundings, be confldent about
themselves and thelr speech, and be ready for a successful
school experience. This does not preclude that the adapted
program should stop with their entrance into school. It
needs to be a continuous process from pre-school to elemen-
tary to secondary levels.,

Problems of the teacher

"More than 95 out of every 100 teachers are from the

n20

middle socio-economic class, Many of these teachers

experience 'culture shock' when they begin teaching the

198ernard Spodek, "Poverty, Education and the Young
Child," Educational Leadership, 22; 593-602, May, 1965.

20p114s0on Davis, op. cit., p. 15.
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disadvantaged.21

The prejudiced teacher is often a cause
for alienation on the part of the child. It is difficult
to cover prejudice. Often no more than the expression on
one's face indicates prejudice against dirt, confusion and
i1l manners.

Teachers need to know how to help break the barriers
of disadvantage and prejudice. The teacher should be
trained to understand and appreclate the disadvantaged,
thelr values and goals., Sympathy or pity are not the

22 ppe child identifies with

answers but rather empathy.
2 teacher who does not show dlscontent with the child or
his behavior. If the child understands that the teacher
respects him he will come to have respect also. Gradually
the class will follow the example of the teacher as being
another way, a more acceptable way, of doing things. The
teacher should never fall into the trap of imposing milddle
class values as the only "right ones." The most difficult
task for the teacher is the realizatlon that his own
values are not stetlc. He must realize, too, that there
is a2 time and place for both sets of wvalues. One such
instance 1s that it 1is necessary for the child to maintailn
rapport with his family and peers. He must also learn the

acceptable standards and values of a school setting. This

may also help the child in understanding both worlds.

211bi4d.

22¢ornelia Goldsmith, "Our Concerns for Young Children
Today," Young Children, 22; 76+, November, 1966.
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The school alone cannot solve the problem of disad-
vantage. The school 1is limlted in its total effectiveness
when a child has only three productive hours 1in school and
ten hours of exact antithesis at home.<> The school can
do very little if the home reinforces a child's negative
attitudes. Often parents are not interested in school and
give no encouragement. They are reminiscent of their own
fallures and so fear school and anything related to it.
Sometimes parents are interested and want the best for
their children but they heve no idea as to how to help.
These are the parents who are unaccustomed to the school
being interested in them.

If schools work with parents, much can be accomplished.
When the teacher and/or social worker czn mzke the parent
feel that there is genulne interest and concern, the parent
may chenge his vicws of the school. It becomes necessary
then to go to the parents. When talking with parents, the
teacher must be understanding and empathetic.24 The parent
must be shown 2 possible role as a partner in the education
of his child. If the pareunt is attentive and interested in
education, the child will be more motivated to learn.

A teacher must remember to utilize the resources
available. Community organizatlons should not be forgotten.

There needs to be a stroug system of unity and interaction.

23Richard Corbin, op. cit., p. 51.
24Gordon P. Liddle, op. cit., p. 400.
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This should occur within the school, between the school
and the community, and among the school, the home, and the
community.

This dlscussion has presented a picture of the condi-
tions that exist among the culturally disadventzged. In
the following chapters a descriptlon of one program, and
the degree to which it is effective with selected children
will be presented. Other possible approaches and curriculum

practices will be reviewed.



CHAPTER II
THE HEAD START PROGRAM
ORIGINS AND ACCOMPLISHMENTS

During the nineteenth century the child under six or
seven was considered not yet educable. As psychiatry,
pediatrics, preventive mecicine, social work, mental
health and research began to develop it was found that
the early years were very significant to learning. Child-
ren acguire not only facts, but attitudes. Nursery schools
began to appear. They were set up "without guidance or
control and entirely apart from the public school system."1
These nurseries or day centers were groups of women giving
care to poor children, children wilth working or incapaci=
tated mothers, or demonstratlion and laboratory schools for

universities, or hospitals and research centers.2

Many dedicated men and women in the field of nursery
education have been working since the 1890's to strengthen
and expand the existing program. Parents and educztors
began to reallize the need for a good program. In the

spring of 1965, an opportunity unfolded., On April 11, 1965,

lcornelia Goldsmith, op. cit.
°Ibid.
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the Elementary and Secondary Education Act was legally
enacted. Speclal provisions under this act paved the way
for an effective pre=school program.3

The larger proportion of Title I funds, under the
ESEA Act, provide for pre=-school education. These funds
are directed to the needs of poverty children. The type
of program that may be established 1s almost entirely left

to the local educators.4

Title I "stipulztes that coopera-
tion with community action organizations should be an impor-
tant part of development plans."5 A very successful use

of Title I funds is Project Head Start which was set up
within and administered through the Office of Economic
Opportunity. Educators have learned "...the necessity for
special enrichment, cultural, a2nd recreational activities
to help fill the vacuum in their (culturally disadvantaged)
student's lives. Thelr new programs also are being geared
to overcome the soclilal and emotional inadequacies that are
partially responsible for the failure of these youngsters."6
Funds are avallable through Title I for testing the

methods and materials being used as well as particular

needs of any new program. The local educators identify

3A Chance for a Change, U.S5. Department of Hezlth,
Education and Welfare, Office of Education, Government
Printing Office, Washington; 1965, p. IV.

“1bid.

SEducation: An Answer to Poverty, ed. U.S. Office of
Education and Office of Economlc Opportunity, 1965, p. 3.

6A Chance for a Change, Op. cit.
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the needs and evaluate what is belng done. <Lhen state
agencles must approve the programs and projects of the
local group.

Once a proposal was accepted and funds granted, the
Head Start projects had to be organlzed and decisions made
as to what needs the disadvantaged child must have to
afford him an equal opportunity wlth other children.

Experience with experimental classed indicated that
"...classes seem to work best when there is a teacher and
an aide for each fifteen pupils."’

O0f great wvalue was the combination of educational
practices with a good health program and nutritionsal
improvement. It is difficult for a four year old to
concentrate on learning 1f he has hunger pains.8

Cooperatlion among the student, the teacher and the
parent was anotner essential for a good program.

Materials must be interesting and on the child's
level for effective learning to occur. In early programs
the teacher talked constantly to the child to escquaint him
with words and ideas which he lacked. ILanguage and voca-
bulary are at the very center of the program.

Head Start programs have accomplished a great deal
toward helping the disadvantaged child. The most out=

standing findings are these:

7Education: An Answer to Poverty, op. cit., p. 20.

84 Chance for a Change, op. cit., p. 14.
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For the teacher:

1. The idea is not to feed the child so much infor-
mation he can't understand. There is rather a need to
touch, feel, experience and verbalize.

2. There should be a close relationshlp between the
teacher and the chlld. Thls should be one of empathy and
understanding, not sympathy or pity. Xnowing the child's
world and how he sees 1t helps consliderably.

3. Children need to be aware of reality. They have
no need for 1deals that don't belong in theilr own world
when they aren't ready. Honest praising is fine. The
teacher should help these children to understand that all
people have fears ati times,

4, Keeping children quiet is not s aim of Head Start.
For the chlld:

1. Children need to talk. "The ability to verbalize
facilitates the child's ability to reason."9

2. A child needs confidence in his ability to speak.
This is greatly enhanced by the teacher's ability to listen.

3. The child needs to first explore his own world
before attempting another,

4, Children need to dramatize and describe so as to
use their imaginations.

For the program

l., For the success of the program everyone connected

9Bernice H, Fleiss, "The Continulty of Education from
Pre-Kindergarten to Primary,".Young Children, 22; 88+,
November, 1966
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with 1t must realize that there is no set pattern for these
children, only similarities. Recognition of individuality
is essential.

2. The atmosphere of the classroom should be free
and spontaneous learning, not unguided disorder,

3. Alternate periods of active and passive activities
are most successful.

4, The curriculum is set up to teach the skills
needed for school success, not to teach middle class
values,

The above list 1s derived from many authors and these
findings are repeated often in educational jJjournals,

studies of Head Start and similar programs.
PROGRAM POSSIBILITIES

In setting up a compensatory program for teaching the
disadvantaged, there are many possibilities. When one
concentrates on language, many methods and techniques are
available, Tne best program should utilize language exper-
iences in both listening and speaking. <he methods that
are suggested in this paper are only a few of the many
methods that have been suggested and used successfully in
pre=school progranms,

The self-image may be very low or even negative on
the part of the child. Many times they do not even know
thelr own names as they have not been used. They learn

to answer to substitute names such as "sister" or "boy".
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The teacher should give each child the opportunity to see
and hear his name often. Games may be played using the
name for identification. A photograph of the child or a
mirror helps him identify with his "self". While placing
the child's name on his work the teacher should read 1t
to nim.1o
As boys and girls learn their own names they may dis-
cover that all things have names and that two quite differ-
ent objects may have the same name. If a teacher always
names the objects belng used and encourages children to
name them, children will have made a beginning.11
A child needs to learn to depend on the vocabulary he
knows and he needs to be encouraged to use the more accep-
table, staudard English., It is best not to tell a child
he 1s wrong in this situation but rather that there 1is a
better word.,. He should be helped to reallze that his own
way of speaking is appropriate in some situations but he
needs to learn a vocabulary usable 1ln school situations
and later in other levels of society. Language should
not be static. Chlldren should be helped to use a complete

sentence by asking questions which require answers in the

form of a complete sentence or by saylng it for them.12

1OCatherine Brunner, "Preschool Experiences for the
Disadvantaged," The Educationally Retarded =snd Disadvantaged,
The Sixty-sixth Yearbook of the National Soclety for tne
Study of Education, Part I, Chicago; University of Chilcago
Press, 1967, pp. 153-4.

"1Richard Corbin, gps cit., p. 43.

12E11en Newnman, "An Experiment In Oral Language," The
Disadvantaged Learner, fart III, op. cit., p. 51t.
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Materials and methods which may encourage speech and
conversation are listed below.

l. Trips to the zoo, public park, museum or other
places of interest provide an opportunity for expression
and language.

2. The use of puppets affords a front for shy children
who need to galn courage and confidence in speaking.

3. A newsletter can be made by the children who
draw plictures to tell a story. If newsletters are taken
home and explalned to the parents, a bridge between the
nome and school is created,

4. A tape recorder may be used so the chlld may
hear his own voice. They can learn to listen for possible
language errors.

5 Photographs or magazine pictures can be used to
stimulate discussion and imagination.

6. Materials such as books, paints, crayons, number
games and other devices should be avallable so that child=-
ren may become familizr with them.13

Consideration of conversatlon development and good
vocabulary for the situation are the most important things
to remember in evaluating materials and actlvities. Art
work should be included as it affords a means of expression

to encourage conversation.

135zmes Olson, Richard Larson, "An Experimental
Curriculum for Culturally Deprived Kindergarten Children,"
The Disadvantzged Learner, Part III, op. cit., pp 490-498.
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A POSSIBLE FUTURE FOR HEAD START

There 1s a great need for a follow through program
succeeding Head Start. There must be a contlinuation of
motivation and encoura:ement throughout the school years.

The present curriculum needs to be evaluated and perhaps
reworked., One need 1ls even more counversation and discussion.
One of the most difficult problems is in maintaining inter=
est. A child must be motivated to learn. This suggests

a more extensive study of home and community environment,
home visits and talks with parents.

A beglinning has been made. More progress can be

made, better ldezs are in the working but progress is

being made.



CHAPTER III
A PERSONAL EXPERIENCE WITH HEAD START
HISTORY AND ORGANIZATION IN INDIANAPOLIS

The Head Start program in Indlzuapolis was originally
organized under the control of the Public School system.
It was then operated as a summer program. It has since
come under the jurisdiction of the Indlanapolis Pre-
School Center. It is now operating as a ycar round program.
Children who are designated as disadvantaged and who
are aged three or four bafore October 1, are eligible for
the program. Those who have reached five years of age
before October 1, are eligible for regular kindergarten.
A licensed teacher and an aide are responsible for each
group of children. It 1is desirable that the teacher and
the aide are not of the same race. Such a practice 1is
used so that the chlldren see people of differing races
in positions of egual authority. In many instances, one
teache: is well acquainted with the community in which the
children live. 4 third member of the team nay te a licensed
soclal worker who works with the parents and shsres infor-
mation relative to home conditions with the teacher. A

file is kept for each child containing information from
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the teacher, the alde, and the socizl worker. Completed
files are sent to the principal of the school in which the
child eventually enrolls and will attend. This fille lets
the principal and teachers of the school know what exper-

iences the child has had and how he reacted to them.1
BACKGROUNDS OF PARTICULAR CHILDREN

The particular group of children observed by the
author differ sligntly from the arrangement which has
just been described. They were placed in & new center and
consequently began the program in the summer. The three
year olds continued for the following year but the fours
had only the seven week experience., In this situation, no
regular social worker was assligned to the group. Therefore,
it was necessary for the teacher to visit the homes when
she had the time available. With these two exceptions this
particular program followed the same pattern as others in
Indlianzapolis,

The room itself was equipped with several toys, large
blocks, & model kitchen, a Jjungle gym, books, paper and
crayons. KEach cnild zlso had his own chalr and table
space. An electric cooler was provided for milk and food.
The teacher filled out an order bleznk once a week for food
to be used the followlng week.

On the first day there were talrteen boys =z2nd three

girls, =211 Negro. As the weeks progressed, attendance at

I nterview with Dr. Helen Santry, June, 1966,
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the daily program averaged the same group of ten or twelve
boys. Out of the entire group there appeared to be only
one child who wes not neatly aund adequately clothed. In
visiting their homes the tezscher found no really intense
poverty except in this one case., They were from low

income nomes but not the lower-lower socilo=-economic class,
The community is composed of Janitors, factory women,
grocery boys, petty theives, prostitutes, and drunks.

While the children's clothes and houses might have kept
them from being considered diszdvantaged, their realm of
experience did not. They did not have the szme Lackground
of experiences as mlddle and upper class children., Books
and magazines were not a part of their homes. Interviews
with both parents and the children seemed to indicate an
interest on the part of the parent but 1little communication
between parent and child. The language spoken by the
parents was non-standard English, lacking in proper grammar,
vocabulary and pronunciation of words.

The chlldren were especlally fascinated with the blocks,
Jungle gym and & wooden baby carralige, although most other
activities were golng on at the same time. The first day
the program was initiated, the children played most of the
time, merely laughing or shouting. It was not guiet but
words were absent. The teacher helped children to assume
responslbility for returning whatever he worked with to its
designated place. This, then was the first lesson to which

the chlldren were exposed. Relnforced constantly, it
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seemed to be working by the end of the summer. The chlldren

hed begun learning initial respounsibllity.
CONTINUING OBSERVATICNS OF THE CHILDREN

On that first day the children seemed gulte excited
about being in "school". As the children played, they
were sny and not very talkative., Those who already knew
each other from a prevlous experience, played together
and excluded others. Most children played by themselves,
Later, on this opening day, after a snack and trip to the
restroom, the play was more bolsterous and less inhibited.
It was difficult to hear much language and many were very
reluctant to speak to the adults,.

Throughout the seven weeks, growth could be noticed in
most of the children. The author observed six of the boys
one day each week for the purpose of determining whether
such experlences alded in language development. Reports of
these observations should be significant to fuiure planning
for the Head Stzrt program in that language growth can be
related to activities which children experience and to
the attitudes exhibited within the children during those
experiences.

FRED

Four years of age, male, Hegro, an only child with
a good home life, 2lways clean and neatly dressed.

On the first day Pred cried loudly and intently. No

one could quiet him by any method. His speech was muffled
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by the tears. He gradusally galned confidence in one adult
who stayed near. When the other children left the room he
began to play with some of the blocks znd 2 small wooden
model of a train., He was having trouble trying to hook

the cars together and the adult whom he seemed to trust,
helped him. He continued playing with the same toy through-
out the remalnder of the morning. If someone tried to take
the toy from him or bothered him in any other way he became
angry and cried agailn.

In later observations, Pred had stopped crying. He
became a very aggressive chlld, one who was loud and out-
spoken., He clung to any attention that was gilven to him,
His speech changed from =z near whisper to loud shnouting.

The words were not very clear and meaning was often
difficult to grasp., By the end of the summer these problems
seemed to be improving., He was given enough attention, but
not more than other children. The teacher felt it would

be best if he didn't come to depend on special attention.

Bach child was given 2 language test. e was presented
with a set of four plctures. He was to indicate the one
plcture named by the tester. The child continued the test
until he missed eight consecutive pictures. The sets were
increasingly difficult. This test, the Peabody Vocabulary
Test, 1s an attempt to estimate an apﬁroximate I.Q. level,
It is not intended to produce a definite figure for I.Q.

On thls test Fred was very slow and deliberate., His score

was less than average.
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Fred was observed in a kindergarten situatlon during
the fall. He seemed to te working well with other children
and participating in the group. His sSpeech was more precise.
BOBBY

Age four, male, Negro, lives with both parents and
near other children, father is in and out of jall repeat-
edly, he is not shown affection by hls parents.

In contrast to PFred, Bobby was probsbly the best
ad justed to any sltuation. e was a happy boy who liked
to play with everything and everyone. Each time he was
observed he seemed more free and his imsgination ran wild.
As he was not gliven the attention at home, the program
gave him his much needed chance to talk. Although he
had a limited vocabulary, he used it to its fullest and
learned new words quickly.

The fifth weck of the program the teacher interviewed
some of the chlldren on a tape recorder. They had used it
before, listening to theilr own voices, Bobbyfs interview
was by far the most lengthy and mnost clearly stated.

During the summer his speech was fairly clear and he used
loglcal order in speaking. It was easy to see from his
answers that his language depended on his limited experi-
ence, He related that he had learned his name at church.

A picnic meant a swing. Once he said he would jump in a
lake but couldn't relate what a lake was. He once told the
author a very clever story about a snake in 2 lake. He was
playing wlth a rubber snake at the time and gave answers
such as the snake got 1ts food from the rocks and he didn't

have to breathe., He kept saying the snake would bite,
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During the interview he gave very insightful answers
to questlions ebout his family. He told about his father's
trips to jail. It was z matter of fact presentation with
little emotion. It followed like this:

Teacher: "Do you like to go home?"

Bobby: "You ain't a kidden'!"

P: "Who comes after you?"

B: "archie, Andy's Dad."

T3 "Does he go to jaile"

B: "No."

T: "Does Andy's mother go to jail?"

B: "Nobocy don't zo to jail, nobody go to jail but
my dad."

T¢ "Do you miss him when he goes?"

B: "I don't cry if he goes...Police say he gonna
let him come back."

T: "“Do vou want him to come bzck?"
B: "He can come back. I don't care."

T: "Are you afraid of your dadiy=--does he ever
hurt you?"

B: "No."
Bobby later related that his mother had told aim that if
his daddy ever beats her Bobby is to geta knife and "stick"
him,

Bobby scored very high on the Peabody Test. His
stories were more imagin:=tive and he used 2 wlder wvocabu-

lary by the end of the summer,



32

DY

Age four, male, Negro, lives with two puarents, an
aunt and a smaller brother, a nervous child who must keep
his hands busy or he puts them in his mouth.

Andy was normally very quiet with other children and
adults. He seemed to be afraid. Gradually he gained
confidence in his teacher and eventually became more
talkative with the children.

At the time of his interview he was guite informative.
His speech was fairly clear but much more limited than some
other children. He answered many questions with an "um=-
hum". 4ndy knew his name snd names of people close to him.
He did not know his age. e seemed to see ais father
negatively as exemplified in this dialogue.

T: "What does your father do?"

A: "Works at Doc's...don' do nuthin'."

T: "Does he talk to you?"

A: "Um~hum, he whups me too.,"

T: "why?"

A: "For hitting Mel (his brother)...he hit me too."

T: "“What do you think about your daddy? (Silence)
Do you like him?"

A: "Um-hom."
Later in ﬁhe interview he sald his father got drunk because
he drank beer. These words he knew,.

Andy also knew some things about policemen. "Police=
men put us in jaile..Tom's (Bobby's dad) got hung up for
fussing with Geraldine...Amalance put us in back and make

us be dead...Won't be back=-=-we get hung up."
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MARVIN

Age four, male, Negro, neatest boy In the class, well
behaved, both parents worked but g=ve him encouragement.

The first day Marvin seemed to be an average boy.
He came wlith another boy and they were content to stay
together. They pushed other children away from them.

Later, Marv got along well with all the children and
adults. He lacked the imaginativeness of Bobby but had
far more initiative and decisiveness.

In future visits Marv exhibited counslstently good
work. His language test indicated a high I.Q. and he
used the language well, He was definitely a very bright
end alert boy.

TOMMY

Age four, male, Negro, lives with both parents who
are frlends of Marvin's and the famlilies are close.

On the first day Marvin and Tommy were Iinseperable,
Tommy would not talk wilth adults and seldom spoke to other
children. As the weeks went by, his relations with other
children constantly imporved. He vlayed well and seemed
content., When approached by adults he lost communication.
Often he stared &t the person talkling without even a faclal
response. Hils teacher felt this was partlally a result of
his assoclation with Marv, Marv was very bright, but Tommy
was merely average. Thne parents often reminded him of Marv's
ability and his own lack. This may have given Tommy a feel=-

ing of inferiority which transferred to all =adults.
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Tommy's Peabody Test indicated his ability was slightly
less than average, but he took the test quickly and
seemed to give random answers.,

By the end of the summer he was gquite verbal. He
talked with the children znd seemed to be maklng progress
with his teacher.

WILLIAM

Age three, male, Negro, invalid mother, father deceased,
nine yesr old sister cares for them and one other brother,
clothes were tattered and not as clean as other children.

Willi=zm sat the first day on one chair in the corner,
He elther cried quietly or stared. He never uttered a
single word and answered ell questions by nodding his head.
Willlam was the one more severely disadvantaged child.

Durinz the seven weeks, William offered litile response
of any kind. He would do what he was told but took no ini-
tiative. When he did talk it seemed to be comprehensive
and clear, but a rare occurrence.

Graduzlly he learned to play with the children but
progress was slow. He could identify only one picture in
the language test; a gun. He would sometlimes respond in
unison with the class., In an interview he nodded yes to
every question,

GENERAL COMMENTS OF THE CHILDREN

"What do you want to be when you are a man?" "Work
in a store like my daddy."

"What do you do in the Army?" "Shoot." "Why?"

"I don't know."
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Many of the children had trouble wlth the days and
time. Szturday as a word held no meaning. They knew the
colors and could often count to ten. Some said they had

taught themselves.
CONCLUSIONS

In general 1t was found that among all the children,
language is confused and unsure., Concepts were not
complete. The reasons stated in earlier chapters are
possibly and probably applicable here, The main problem
in this particular portion of the Indlanapolis program is
clear. Although all twelve boys were considered dlsadvan=-
taged they had twelve different reasons., This would be
true in any program of this sortv. All children remain
individuals even if that individuel 1s formed by soclety
and his environment. At the same time, Head Start gave
each of them something. They 2ll were given a much needed
chance to talk. TFor some, like Bobby, 1t opened a realm
of imaginative and clever thinking. To Tomny it may have
shown him he was capable of offering something worthwhille.
They were given a chance to express themselves with toys,
organized games and art work that other, more advantaged,
children have at home. They learned responsibility for
looking after what was "theirs" and putting it away. Each
saw hls name constantly and most could assoclate his name
with himself,

In addition to these important experiences they were

given individual recognition and encouragement.
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Perhaps these things would have been learned or acquired
in kindergarten. It does, however, seem unlikely 1in a room
of nearly thirty children and slim knowledge of each child's
background that this could be accomplished. Individualized
teaching is not an impossibility with twelve or fifteen,
five year olds. It becomes extremely difficult with more.
With some semblence of 2 "normal middle class" home-1like
environment these chlldren may learn 1to succeed.

Head Start, or any other pre-school program, could not
possibly ald every child who needs it. Total enrollment
does not even begin to include children that it might. It
is, however, helping some who, consequently, may learn
%o help themselves, Zven thls is & great accomplishment.
The ESEA AND OE@ hzave provided the opportunity for teaching
the disadvantaged. It 1s hoped, by this author, that more
programs such 28 Head Stzrt can be established =and present
ones improved and expanded into eight or twelve years of

school.
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