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FOREWORD

The Southwest Educational Development Laboratory is a new
institution in the educational community, one of twenty regional
educational laboratories in the United States dedicated to the tasks
of broadening educational opportunity through research and de-

velopment, innovation and demonstration, leadership and dis-
semination. ' ‘

Serving the two-state region of Louisiana and Texas, the Sont ..
west Educational Development Laboratory seeks soiutions to voids
and deficiencies in educational opportunities of boys and girls in
the Southwest. In particilar, its problem focus is intercultural
education, which means =ducation responsive to the .preblems
created by the interaction of cultures.

The Laboratory has identified intercultural conflicts and de-
privation as components of a significant educational void in the
Southwest—a void made all the more serious by the fact that
cultural diversity is also an important asset for the region.

This volume has been edited by John Orr and Lydia Pulsipher,
who have been designing and conducting Studies in Intercultural-
International Education within the Laboratory. John Orr has
been head of the Department of Philosophy and Humsnities at
Texas A&M University, and Lydia Pulsipher is a Latin American
Studies specialist. Studies in Intercultural-Internationai Education
is a program designed to provide interdisciplinary discussion on
the most fundamental issues of the Laboratory’s problem focus.
It is a program to provoke a constant evaluation of the goals and
strategies of the Laboratory activities through consultation, re-
search, and organization of intra-Laboratory events,

This volume represents the Laboratory’s interest in the cul-
tural context of compensatory education. To implement this in-
terest, the Laboratory sponsored a confexence on “Education and
Social Change” in Houston, Texas, May 6 and 6, 1967, and the
essays and discussions here are the product of that conference.
The essays by John Orr and Lydia Pulsipher served as advance
study material for the conference, and the other papers were pre-
sented to the participants.
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The papers are intended to be provocative, designed to raise
important issues within the Laboratory’s problem focus. If the
papers draw disagreement, they have succeeded. These stimu-
lating discussions about the educational enterprise should encour-
age educational innovations — products of agreements formed
through intelligent debate. Because the development of inter-
cultural programs is relatively new to the educational community,
the Laboratory welcomes the possibility of fresh and lively dis-
cussion about innovation for planned change.

Edwin Hindsman -

Executive Director

Southwest Educational
Development Laboratory
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PREFACE

This volume is morc an event than an example of sustaine&
logical argument. The event is an attempt within the program of
the Southwest Educationa! Development Laboratory to bring edu-

cators and other specialists together to speak about broad issues in -
compensatory education — to provoke controversy, in the belief. =

that controversy gives birth to fresh new vistas in the problem-
solving process. In the essays that follow, there is a notable

absence of discussion about programing, and that is by design.
Interdisciplinary and inter-professional conversation usually pro- -

ceeds in the hothouse atmosphere of developing programs, and the
very atmosrhere discourages reflection about fundamentai issues.
These are often dismissed as “interesting,” but too abstract and
distant to consume a sizeable part of the agenda for persons whose
interests are pragmatic. Thus, the present volume represents a

remarkable effort on the part of the Laboratory, particulq.rly be-

cause it also is working in the program hothouse.

The Laboratory’s assumption is that education is fieid-en- -
compassing. That is, educational competence draws from the skills -
of many disciplines, for the simple reason that social policy-

making—of which educational planning is a specie—never can be

limited to the comfortable confines of any one specialization.-

While educators cannot possibly be practitioners.in all the human-
istic arts and sciencés, they cannot afford to ignore the contri-
bution of those who are practitioners. Indeed, the educator’s pro-

fessionality is established — at least in part — through his ability

to bring together the work of many disciplines and to relate these

to the educational process.

 This volume is evidence both of the fruitfulness and theA pain-
of interdisciplinary collaboration. It is innovative, iconoclastic,
and constructively critical of traditional approaches to compensa-

tory education. But it is also diffuse, its implications for pro-
graming not always clear. : o

Thé diffuse character of the volume is, in part, a product of = =

the Laboratory’s desire to recruit a heterogeneous panel of con-

sultants: a theologian, a philosopher, a sociologist, an autlor, an - '

area studies specialist, a civil rights activist, and an anthropologist.

Although each was assigned part of a well-articulated out_line‘, each

.
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was encouraged to speak freely and provocatively from his own
experience. Thus, the Laboratory chose to sponsor an event in
which the confusion of tongues became aimost inevitable. To mix
metaphors, it chose to sponsor an event in which each participant
would be playing a different game. The expectation, subsequently
confirmed, was that there would be “family resemblances” in the
different games ar i that the variety would demonstrate the many
sides of compensatory education.

In the simplistic view of interdisciplinary cooperation, the
problem of describing any social situation is duly delivered to the
social scientist, who then turns his data over to the philosopher
for normative comments, who then delivers the package to the
“operator,” whose task is decision-making. Each of the essays in
this volume, however, demonstrates the inadequacy of this view.
Each claims the right to develop its own description of the educa-
tional situation, although sometimes the descriptive foundation
is only implicit. And the various descriptive comments do not al-
ways fit neatly together, as if the theologian’s job ends at some
predetermined boundary where the sociologist’s begins. Thus,
David Little speaks about compensatory education- as an arena
of moral decision, where the problem of unity and diversity looms
large. Lawrence Goodwyn describes (“confronts” may be a better
word) the compensatory educator as a man who is alienated from
himself and from his brother, and who fails in his attempt to es-
tablish communication across social cleavages. Irving Horowitz
describes compensatory education in the context of social deviance,
and Kenneth Marshall describes compensatory efforts as exten-
sions of weak institutions who have not as yet been confronted by
the fact of organized ghetto power. What is the best description?
Is there a best? Is one any more cbjective than the other?

At first blush, it seems reasonable to think that the social
scientist does a better job of deseribing the educational situation,
in view of his highly sophisticated investigative procedures. It
seems reasonable to think that he is the most objective — that
he provides the most non-interested description of the social sys-
tem. That view, however, cannot be defended, at least in its pris-
tine form. It is true that the recent history of social science has
been the struggle to recognize and to compensate for the influence
of value judgments. According to one of our contributors, Irving
Horowitz, “Social science in the twentieth century has matured

—8 —
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in a self-imposed -ethical vacuum.” But it is also true that criti-
cism of social science in the twenticth century has often been di-
rected toward its astonishing naivete concerning metaphysical and
ideological assumptions. One does not have to argue the rough-
hewn doctrine that social science is essentially artistic and subjec-
tive in order to recognize these assumptions and to deny the vir-
ginity of social scientific documents. Scientific inquiries simply
cannot be pursued without what James B. Conant calls “conceptual
schemes,” implicit dogmas which are usually more potent for their
being only implicit. Reinhold Niebuhr has ably argued that “any
social theory . . . has some kinship with the procedures of a
Rorschach test, which is more revealing about the state of the
patient’s mind who takes it than about the inkspots which his
imagination interprets in terms of various configurations.” The
point is backed up by Alburey Castell’s The Self in Philosophy,
which shows how metaphysical views of man and society affect-
the kind of data a social scientist will utilize and the conclusions
he will draw.

There is little to be gained, though, by parading (and probably
exaggerating) the dogmas of social science. Every attempt to de-
velop meaningful communication must rest upon certain pre-
suppositions which are more or less arbitrary, and we should not
expect social science to be an exception. The issue is not whether
the social scientist necessarily selects some aspects of social re-
latedness to write about; or whether the social scientist writes with
bloodless detachment or not; or whether he can transcend his pre-
suppositions. The issue rather concerns the grounds on which the
social scientist recommends that his conclusions should be believed.
In approaching social scientific material, the important thing is
to discover the manner in which the researcher moves from data
to conclusions, to discover the arguments which are utilized in
order to justify the conclusions. These will bear various degrees
of authority, measured in terms of the credibility which they can
command. Thus, social scientific conclusions will range from simple
generalizations about observation, through statistical analysis, to
impressionistic statements, and each of these logically-disparate
types will deserve different levels of affirmation.

When attention is drawn to the warrants which support various
social scientific conclusions, a ground for comparing these with
other forms of description is established. The situation in which

—_0—




the compensatory educator works can and should be deScll'ibe(‘l‘

from many perspectives, and these aescriptions- will inevitably .. - -
carry different degrees of authority, because different kinds of - %
warrants will be utilized in their defense. For example, David - - ,

Little’s description of compensatory education as the tension . of
unity and diversity makes its appeal to values that are Wldély E
shared in a .pluralistic democratic society, and his conclusions are. -

authoritative in so far as his perspective is shared. ‘The educator

who drafts policy on an appeal to Little’s. ‘presentation will be ap-

pealing finally to a perspective-establishing doctrine of man and- "~ -~ f
to a pluralistic image of the public interest. Lawrence Goodwyn’s '~ . "
essay provides a remarkable case in point, also. Goodwyn’s des- - -
cription ¢f compensatory education as a place where alienation =~ -
is perpetuated depends heavily upon the reader’s insight. into:”

racial alienation. Thus, Goodwyn adopts the short story form,

directed toward creating the very experlence which will lend au- K

thority to his assertions.

What are the grounds upon which some Judgments about the' L

educational situation are move entitled to credence than others?

The answer to this question divides critical thinkers into at least - e
two groups: (1) Those who hold that the authority of a state-

ment should be proportionate to the degree to which the state-
ment approximates scientific explanation; and (2) those who

argue that statements which describe human behavior are so com- - s
plex or so unique that they require no reference at all to scientific - -

methodologies. The one who has the most experience or the most™
wisdom about human relatedness is the one who can do the best
job of desc'ribing (and even predicting) situations. For example,
the participant in ghetto life may be a better interpreter of social
deprivation for the compensatory educator than the supposedly 4
more objective observer. o

I do not believe, though, that the compensatory educator needs :

to drive himself to make sophisticated decisions as to the possi-
bility of a scientific understanding of human behavior. In fact,
the educator may gain a great deal in his refusal to limit himself-
to the most “credible” (by scientific standards) descriptions and

in his willingness to expose himself to descriptions from a variety = A

of perspectives — e.g. theological, artistic, socially activist. Social
scientific studies, in their methodological self-consciousness, often
seem to miss the feel of a particular experience, and scientific

—10 —
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observation may- be divected unmtentlonally to the ph enomena‘" .

that are most readily measurable. While there is little’ vn'tue in

spawning interdisciplinary competition and overlap, there is much |
" virtue in looking at a phenomenon from a number of perspectives,

merely because the human experience of any obJect is plurahstlc.

That is, there is no one correct way of looklng' at. any obJect -The -~
fullest understandmg is developed through the ability to view
objects at the many levels and from the dlfferent perspectlves .

that establlsh thelr identity for persons

Perhaps the most stnkmg' thmg about compensatory educa-
tion today is just that: the mcred1b1e number of perspectlvos from =
which compensatory programs are viewed and evaluated in - our . -
-society; It is not possible to establish boundaries around such ST
_programs, and to identify these as the private domain of educa- S
tors. For example, compensatory education is an important spear-

head-in the national campaign against poverty and racial isolation,

and educators,. for all their sincerity and professwnal sacrlflce,.
often find themselves subject to the devastatmg criticism of .im- -
patlent activists. Likewise, compensatory programs are. rapldly \
becoming . floodlit arenas for Workmg out relatlonslups among
* federal, state, and local authorities in the control and fmancmg
“of schools; and compensatory educators find that ideological con- -
- flicts about “the extension of federal control” become matters for
everyday :decision. To extend the list, compensatory programs E

_ quickly raise issues of racial and cultural identity, which in turn
- raise wails about middle class conformity, mass soclety, and social -
vitality. The compensatory educator who believes that he can keep
his attention fixed solely on the strictly limited objective of .
measurable skills is one who is unmindful of the turbulence and -

ambiguity which in actuality prov1de the centext for his work

 The compensatory educator’s use of consultants is' always vnth-
in situations where policies are on the block. His interests are prac-

_ tical — cvnnected with the development of programs, curriculum, -
teacher training, home relationships, and so forth. He turns to -

the consultant to discover how Negro family patterns affect stu- -
~ dent motivations, how ghetto communities probably will react
to bussing, how much and what kind of handicap segregation im--

poses upon students, whether self-motivation can be augmented
and sustained over long periods among disadvantaged groups.

—_—11 —
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But the educator poses his problems always with an eye to the ;

development of program. That is why his choice of consultants

should always reflect the many-sided character of his pragmatlc- ;

political situation.

The mportant functlon of consultants will not be in their
ability to advise the compensatory educator about his policy-mak-
ing activity, but in their ability to usher him in perspectlval
spheres. The sducator’s normal impulse might -be to look for
conclusions that have practical import, but the real payoff in

consultation comes as the educator’s vision is widened. The con-

sultant’s arguments are probably more important than his con-.
clusions, how he establishes his authority more important than his.
casual prescriptions. The purpose of consultation should be to

deepen, broaden, and extend the educator’s awareness of his en-
vironment and to nrovide him with the skills necessary to consider
this environment critically. That, in brief, is the ratlonale for
the essays which follow.

John B. Orr
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GOALS IN ﬂVTERCLIr U‘RAL
 EDUCATION |

David Little

In a recent essay entltled “The Goals of Integratlon,” Prof

- Oscar Handlin, American historian of Harvard Umvermty, wrote

“Whatever may happen in the more distant future, Negroes»
will not merge into the rest of the population in the next few dec--
ades. ‘Those who desire to eliminate every difference so that all -
- Americans will more nearly resemble each: other, those who imagine -
that there is a mainstream into which every element in the society -
will be swept, are deceived about the character of the country 1 S
- which they live. As long as common memories, experience and in- -
terests make the Negro a group, they will find it advantageous. s
to organize and act as such . .. {Indeed) the deletion of all mem- -

ory of antecedents, the séverance of all ties to the past, and_ the

liquidation of particularistic assoclatlons is not only unfeasrbleg’ ’

— but undesirable.”2 -

It is clear to me that, nght or wrong, Handhn S remarks stim- -
marize very effectively new - attitudes towards intercultural and . -

interracial relations that are abroad in the land. Quite obv10usly,

Handlin expresses the fundamental spirit of the “Black Power” .
movement in this country, with its claims ‘on behalf of black identi- -

ty, and with its deep suspicion of the “mainstream” of white,. -
middle-class American life — if, in fact, such a mainstream exists.
But these attitudes are not simply manifestations of the “New:

- Left.” 1 quoted Oscar Handlin, and not Stokely Carmichael, pre- = -
cisely to illustrate that point. Quite frequently, in liberal intellec- .

tual circles (at least where I come from), the person who putsin
a word for integration is regarded with the sort of supercilious

sneer normally reserved for defenders of United States pohr-y in .

Vietnam.

Those who take Handlin’s line of argument are in‘adve‘r.tently'

focusing attention on a perplexing issue that is, it would seem to,

me, a perenrial one for American citizens, whether we are talk-.

ing about education, political life, housing patterns, or whatever.
The issue is rather nicely summarized in-our national motto, e

- pluribus unum, “from many, one.” That is to say, how much’

—15—




“pluribus” and how much “unum” are we to recommend for our
country? Or, a little more subtly, in what way ought we regard
Americans as one, and in what way ought we regard them as
plural? - S

At the risk of oversimplifying, we may say that in recent
years the intergrationists have represented an emphasis upon the
oneness of Americans, regardless of racial or cultural divergences.
On the other hand, those who follow Handlin have represented
the pluralistic strain in the American tradition. They emphasize
the differences which, they believe, characterize and enrich Ameri-
can life. The development of polar positions on this subject does
not, of course, mean that the positions are mutually exclusive.
As we shall see, each point of view shares something with the
other. Yet neither is the apparent tension just a distinction with-
out a difference. There are important issues at stake about which
Americans must attempt to be clear. ' '

With respect to education, which is our specific concern here,
the tension between unity or commonness and diversity or plural-
ism manifests itself in sometimes contradictory policy recom-
mendations. On the one side, there are many examples of a still
vigorous defense of cultural and racial integration in American
schools. Not only, it is argued, will desegregation on a wide scale.
improve the educational process itself, it will also have immeas-
urable benefits for the development of “democratic personalities,” -
or personalities that develop some inclusive appreciation for peo-
ples and groups beyond the confines of their own immediate
circle. Professor Philip Phenix, of Columbia Teachers’ College,
makes such a case in his book, Education and the Common Good.
“The method of progress from injustice toward justice in inter-
group relations is through persistent efforts at desegregation in
all phases of cultural life . . . While desegregation must proceed
on many fronts simultaneously, in no segment of life is it more
crucial than in education. Educational opportunity in a democracy
should be the same for everyone, without regard to skin color,
religious affiliation, national origin, or any other allegedly ‘racial’
factor. These superficial and accidental traits . . . are in them-
selves educationally irrelevant and should be so treated in the
allocation and conduct of schooling.”3

While Phenix does advocate that policies of desegregation in
schools be carried out rationally and sensitively, he nevertheless

—16 —
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. ‘urges such policies with all dehberate speed He would appear to s ‘:‘f f
be much less interested in preserving cultural plurahsm‘ which . .~

he regards as “superficial and accidental,” “than .in’ mxrtu*mg a

common consciousness among all American students. As he says, " o
© “A major goal of demeccratic education should be to inspire loyal-"~. - ..~

ty to universal values which dissolve artificial divisions between -
persons and unite all in common service of the good " Hete is
“unum” with a vengeance. - -

On the other side, the pluralists have thelr ready responses.f,.j;' )
Here we may be’ allowed to quote at length seveg'al ‘passages from - o
Handlin’s essay, since it is one of the most persuasive examples of - -

the pluralist position, and since Handlin is to be taken ‘seriously

on the matter-of cultural pluralism because of- his-status as‘the. . *

leading hlstorlan of American immigration movements. -He states' e

“There is no evidence that racial balance itself improves the capa- -
- city of the underprivileged to learn; nor that the enforced contact .

of dissimilar children has significant educational advantages. There

is abundant evidence that deprived ‘children have distinctive needs -~ - -
that require the special attention of the school.. Yet the. drive - --

~ for integration has obscured, and sometimes actually 1mpede, the ]

task of providing for those needs. Thdeed the argument is now S
- often being made that racial balance is desirable to meet the needs -
of the white children.”> Handlin advances the theory- that racial -

-and cultural: diversification,. rather than,‘,mbegratlon, is not- onlyj. o

of greater benefit educationally, but also of much-greater utility
in perpetuating the goals of an open society. He calls, above all,

for the awareness of a “group’s identity” and “for a detenmnatxon -

to deal with its own problems.” He is not, of course, opposed to
~>equal access to the general opportunities of the society, but he
would incline, it seems, to emphasize the greater importance of
relatively independent subsystems within the society. “The fact
that the (American) pluralistic order (has taken) account of ac-
tual differences within the population made it possible to preserve
the concept of equality. Not every man was equally qualified in
terms of inherited capital, cultural traits, personality and intelli-
gence to pursue equally the goals of success in Amerlcan life.
But the pursuit of happiness was not a smgle, unified scramble in
which every individual sought the same prizes and in which only
a few could be winners while the rest were doomed to frustration
. The children of Irish or Italian parents did not count them--
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selves failures if their lives did not follow a course identical with
that of the children of the Yankee:. They had their own criterion -

of achievement and their own sources of gratification.”® In short,

according to Handlin, this pattern of cultural and ethnic pluralism

minimized “conflict-provoking contacts.”

Consequently, Handlih, like the prOpbnents of Blai_:k ‘Power; A

is satisfied with a pluralistic, if not a segregated, educational sys-

p—d

tem which can, in effect, meet the special needs and wishes of the. -

independent cultural subsystems that make up America. He does

not intend to coerce people to live in such a pattern if they do not:

choose to. At this point, of course, he would oppose legalized

~ segregation. On the other hand, he is inclined to feel that most

members of these cultural subsystems, including the Negroes, do
wish to educate their children in relative isolation, and should be
allowed to do so in good conscience.” Indeed, on Handlin’s general
thesis — and again he is close to the advocates of Black Power —
it almost seems as if, for the sake of the .common good, they should

be encouraged to educate their children in relative isolation. In-

terestingly- enough, Handlin is joined in this view not only .by
an apparently growing number of civil rights leaders, but also by
some prominent Roman Catholic educators, albeit on somewhat dif-
ferent grounds. ~

With the two sides before us, what method can we — as educa-
tors and as American citizens -— employ to go about settling the
apparent conflict between the demands of integration and the
demands of pluralism? The first maneuver that might occur to one
is to locate those statements in the debate that are empirically
testable and then consuli the evidence. Handlin -invites such.a
move, first, when he says that “there is no evidence that rscial
balance itself improves the capacity of the underprivileged (Ne-
gro) to learn,” and second, when he argues that the pluralistic
pattern in America has made possible a general attitude of equali-
ty among the members of independent cultural and ethnic systems
with their own particular prestige scales.

Concerning the first statement, several serious questions are
raised by the publication of the 1967 Report by the Commission on
Civil Rights, Racial Isolation in the Public Schools.® In the light
of the Report, it would be hard to say any longer that there is no
evidence on this matter. On the basis of fairly impressive surveys
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the Commission’s conclusions are very important. “There is 2 rela-
tionship between the racial composition of schools and the achieve-
ment and attitudes of most Negro students, which exists when all
other factors are taken into account. a) Disadvantaged Negro stu-
dents in school with a majority of equally disadvantaged white stu-
dents, achieve better than Negro students in school with a majority
of equally disadvantaged Negro -students. b) Differences are
even greater when disadvantaged Negro students in school with a
majority of disadvantaged Negro students are compared with
similarly disadvantaged Negro students in_school with a majority
of white students.” The report also argued that “Negroes in pre-
dominantly Negro schools tend to have lower educational aspira-
tions . . . than Negro students with similar backgrounds attend-
ing majority-white schools.”? Finally, the Report did not put
much. stock in the capacity of purely compensatory programs to
alter appreciably the plight of the Negrolt

Several things must be said here. This data, like any, is open
to further examination and verification. But what is important -
for our purposes is that at least some aspects of the larger prob-
lem are testable. Presumably, we may look for “hard” answers as
to whethér desegregation plans do improve educational perform-
ance or not. At the same time, we must be wary of exaggerating the
importance of the Civil Rights Commission’s Report in helping us
solve the larger tension between “unum” and “pluribus.” The Re-
port does not consider all dimensions of intercultural education.. It
deals only with certain patterns of Negro-white relationship, pat-
terns that are, in many respects, quite special. We will need a
much wider range of studies so as to weigh the relative bearing
of intercultural education among different groups’ attitudes and
achievement. My own intuition is that such studies, particularly
among cultural groups of the same socio-economic status, would
not conform very close.y with the conclusions of the Report.

As to Handlin’s second claim — that American pluralism gen-
erates a general attitude of equality among independent groups —
the Report has some further relevance if, again, it is not finally
conclusive with respect to our general problem. In.a passage
reminiscent of the famous clause on inferiority in Brown v. Board
of Education, the Report states that “Negroes in predominently
Negro schools . . . more frequently express a sense of inability to
influence their future by their own choices than Negro students

—19 —




o SRR

R 28 Ahbagt o e e i S A

with similar backgrounds attendlng ma]orltyowhlte schools iz e
* That sort of finding hardly confirms Handlin’s blanket assertion . 7.

regarding a sense of equivalence between different cultural groups.

On the contrary, the Report documents the perpetuation of an .- .
“identity of inferiority” in Negro ghetto scheols. | If ‘the: Report IS
may be believed, it is not at.all clear in what way contlnued sep-\ PERITEN
aration between Negroes and whites helps. to. mamtaln the “con- RN
" cept of equali e e o T

A recent four—year stady of suburban schools in New York IR
casts further doubt on the validity of Handlin’s argument 13 Ac- Lol e
" cording to a report of the findings, “The child of the suburb
“divides humanity into the black and the white, the Jéw and the
‘Christian, the rich and the poor .Hei is, often consplcuously self-

ce'ltered "4 There is, in. other words, very little development of e
a “pluralistic consciousness,” of an openness to and tolerance of .: -
other cultural patterns. The authors do note a relatively" hlghe1'~"~ A e
_awareness of diversity in religious. matters, but that is- preclsely E
because Protestants, Catholics and Jews have, to a degree, been - .
“integrated” in the public schools. As the report puts it, “Thought S
- other races, other nationalities, other generatlons have a'great = .

deal to teach (the suburban children), there is little in their edu- K

cation, formal or otherwise, to familiarize them with the 7ich . - 7
diversity of American life. In- this sense, the. children of- suburbla .
“are being short-changed.”?s In short, it would seem that the subur- - _
ban school, far ‘from nurturing a spirit of equlvalence and tolera- . "
tion, is nurturing an identity of superiority, exclusivism and -self- ° S

centeredness. Now, again, these bits of evidence can hardiy sub-. -
stantiate much of theory. But at least they give promise of getting .
at part of the problem of unity and dlvers1ty by means of empm-}
cal investigation. ’

However, illumina tlng as thls materlal ls, lt has not . really
helped us to answer the deeper aspects of our problem with res-
pect to education, in what way ought we regard Americans as one,
and in what way as plural? In trying to deal with this questlon,

1 want to suggest that we need a method of analysis that- supple- ‘4 o .

ments the empirical maneuvers we have ]ust dlscussed

Let us begin by statmg a proposmon the ethos and assump- ‘ .
tions of the modern educational process indicate a source of unity . - :
in relation to which cultural -diversity should be understood It_ .
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- cannot, I believe, be doubted that the process of' education’éoés ‘on

in this country (and elsewhere, of course) in the general spirit of
rational, scientific inquiry. Quite obviously, rational, secientific
inquiry, in turn, could not proceed were it not for some common
assumptions, shared among all those engaged in the enterprlse
One indispensable assumption of particular interest to us is what
Robert K. Merton refers to in his essay, “Science and Democratlc '
Social Structure,”16 as “the imperative of unwersahsm ”. As Mer-
ton puts it: “Umversahsm finds immediate ‘expression in the canon
that truth claims, whatever their source, are to be subJected to

pre-establzshed impersonal criteria: consonant ‘with ~ observation . |

and with previously confirmed knowledge. The acceptance or:rejec~-

tion of claims. entering the lists of science is not to depend on s
the personal or social attributes of their protagomst his race, na- - -/
. tionality, religion, class and personal qualities are as such irrele~

vant. Objectivity precludes partwularzsm .. (Or, as_he puts

it at another point) - ethnocentrism .is not compatlble with: univer-

salism . . 17 As Merton rightly. implies,. once the lmperatlve of

universalism has genumely been learned, there i is, as it ‘were, a loss 1 .
of innocence so far as the absoiute sanctity of . mherlted ethmc S

and cultural traditions goes. By becoming .conscious of crltena‘
that transcend and arbitrate the claims of partlcular tradltlons, o
members of different tradltlons become conscious at the same L
time of a common standard under which—as ‘under the God of

St. Paul — “the whole world may be held accountable.”.

With respect to the educational process, then, Amerlcans ought o
to be regarded as one under the common standards of objective,
rational inquiry. In the light of the imperative of universalism
the claims of particular ethnic, cultural, racial and religious tra-
ditions will, of necessity, be subjected to certain sorts of impar- .

- tial tests. We are far from suggesting, as we shall make clear,

that the canons of reason can finally adjudicate ‘all of these claims, -

but we are suggesting that the literature, the imagery, the hlstory, ’
the truth assertions of these different traditions will no longer be
able to authenticate therselves in all their particulars simply on
their own say-so0.1® The “scientific study” of scripture, or of folk-
lore, or of ethnic customs, that is so much a part of the modern
world is a manifestation of this fact. If individual groups are go-
ing to enter into the public education process at all, they will sim-
ply have to become aware of the imperative of universalism, which
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transcends all particularism, and which is shared interculfurally
among all groups participating in the same process.

But it is one thing to understand formally the relevance of the
imperative of universalism to the matter of intercultural unijty in
education, It is another to institutionalize this imperative in the
educational process itself. As we have suggested, the canons
of rationality introduce a certain capacity for objectivity, for:dis-
tance, with respect to one’s particular cultural tradition. Among
other thmgs, one becomes aware that his tradition is indeed par-
ticular — that there is a multitude of other cultural, ethnic and
religious options. Yet, it is doubtful, I believe, that the full conse-
quences of the imperative of universalism can be appreciated
in an educational setting that does mot actually confront a stu-
dent with the partwulamty of his reference-group. The acute
problem identified in the suburban school study we mentioned
earlier, was precisely a lack of awareness of cultural diversity. .
The white middle-class patterns and values were accepted without
questwn as the superior normative ‘pattern, for students were -
never, in any appreciable way, made conscious of, or exposed to,
alternatives. Obviously, the suburban schools were training the
children well in the arts and techniques of rational, scientific in-
quiry. At the same time these schools were not enabling the stu-
dents to transcend, or get any distance on their reference group.
The students were being trained to live with the white mlddle-
class way pretty much on its own say-so.

What I am suggesting is this: it is likely that the. imperative
of universalism will be taken seriously in evaluating cultural tradi-
tions only when special efforts are made to enable students to live
with cultural diversity. Only then will there be sufficient pres-
sure to force members of different subsystems to transcend their
own inherited patterns and confront consciously their own particu-
larity. The Irish-American or the Italian-American, the Protestant
or the Catholic is compelled to apply impersonal criteria, and not
just sentimental criteria, to his history, to his attachments, when
he identifies himself in relation to another ethnic or religious op-
tion. It is only then that he sees himself, quite literally, through
the eyes of another. In such a situation he can no longer take
his tradition uncritically. As we said, he loses his innocence. Yet
is that not precisely the force of the imperative of universalism
in an educational process? Seen in this way, unity and diversity
appear to complement one another.
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We are not arguing that the canons of rationality either should .
or need to “liquidate all particularistic associations” —to use
Handiin’s words. Even if that were desirable, which I certainly
do not believe it is, it would not be possible. Whether one ought
to be a Protestant or a Jew, whether he ought to be loyal to and
identified with Italian or Negro or Mexican traditions are not
questions that can finally be settled on purely rational, imperson-
al grounds. Although reason is by no means useless in such ques-
erence and emotional commitment that fall beyond the reach of
rationality. What we are urging is that the process of answering’
these questions be consciously conceived as a matter of choice, of
personal decision, of freedom, if you will, and not as a matter of
inherited necessity over which one had absolutely no control. In
both the case of the suburban child and the ghettoized Negro, what
is missing is exactly the capacity for some transcendance over the
reference-group and the opportunity tc make a real choice as to
whether one wants to identify with that tradition.

Now, to be sure, there is a danger of standardization in the
kind of intercultural engagement we are describing. But standardi-
zation is a particular threat when the schools do not consciously
and systematically expose students to the cultural, religious and
ethnic diversities of this country. 1 am very doubtful that the
American Negro is going to develop a very adequate identity off
in some self-perpetuating ghetto. The same applies to the suburban
child, the Jewish child, or the Mexican child. On the other hand
not much will be accomplished if children from diverse back-
grounds are physically lumped together in the same standard
school without being taught to conceive of their diversities. Ac-
cording to the canons of impersonal criteria, they must learn in
school to examine sensitively and consciously the differences
among them. As a matter of course, they must come to know Negro
history and identity, alongside the history and identity of the Ger-
man-American and so on. They must come to know what the mid-
dle-class way means in relation to other class styles of life. And
certainly they must study religious diversities. If they are taught
in this sort of atmosphere, they shall be learning according to the
full consequences of the imperative of universalism. Students of
diverse backgrounds shall be working out the problem of cultural
identity in relation to one another. What unifies them will at the
same time require serious and conscious attention to their di-.
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versities. The demands of rationality do not abolish pluralism,

*On the contrary, they produce an awareness of it.

I hope I have made the meaning of my central prnﬂdéiﬁoh
clear: The proposition was, you recall: the ethos and assumptwm

of the modern educational process indicate a source of unity n ;

relation to which cultural diversily should e understood. By ex-
amining this notion we have attempted to go a few sieps toward

recounciling “unum” to “pluribus” in the sphere of education.'

‘IWhen, in this paper, we speak of “intercultural education,” we are using
the difficult term “cuiture” more or less as Prof. Clyde Kiluckhohn defines

it: “the essentizl core of culture consists of traditional (i.e., historically derived -
ané selected) ideas and especially their attached values.” (“Concept of Cul-

ture,” Culture and Behavior (New York, 1964), 73. That is, we shall under-
stand a “cultural subsystem” to be a group with a particular and ‘significant

self-identity or self-image that is maintained, in part, by a set'of historically - 7
continuous ideas and values. Thus, on the American scene, we include religious, -

ethnic and racial groups under this broader notion of cultural subsystem,
insofar as they each possess a significant self-identity which sets them apart.
If this is vague usage, it is, I believe, necessarily that. For example, we may
call the American Negroes a “cultural group” to the extent ‘that they de-
velop a distinctive body of ideas and values which identify what a Negro is

vis @ vis the rest of society. That contemporary Negroes seem ‘bent on doing

just this illustrates our point.
2Daedelus (Winter, 1966), 284,.276. - \-‘f.
3New York: Harper & Row, 1961, 184; (Italics added) _
4Ibid., 1817.
5Handlin, op. cit., p. 281.
61bid., 2175, 6.

_ Ibid., see 2T1.
8A report of the United States Commission on Civil Rights, 1967.
Ibid., 1, 204.
10]bid., 1, 204.

11See, esp. 205ff. I may add from personal conversation with Dr. Alex-
ander Plante, of the Connecticut State Department of Education, that the
expenmental suburbar bussing plan in Hartford, Connecticut—* Project Con-
cern”—is very much confirming the conclusions of the Commission on Civil

Rights.
12]bid., 1, 204.

18Alice Miel and Edwin Kiester, Jr., “The Shor_t-Changed Chlldren,” New
York Times Magazine (Apml 36, 1967), 99ff.

141bid., 99.
16Itd., 99.
16In Social Theory and Social Structure. London: Free Press, 1964, 550-60.
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17]bid., 553. T

18Among other things, cultural traditions develop interpretations of his-
torical events that enhance their image—in short, that make themn “lock -

good.” Rational historical inquiry poses a threat to the tendency of all cultural
groups to sentimentalize their past. The recent flurry of antagonism among

some Italian groups toward the discovery of the Vinland Map, and the fact

that a Scandanavian, rather than an Italian, was the first European to reach

American shores, is an illustration of the tension between cultural loyalty

and historical accuracy.

COMPENSATORY EDUCATION:
A POLITICAL MODEL -

John Orr and Lydia Pulsipher

What foilows is rhetoric. It is discourse at that level Whiéh'
“troubles the soul with its abstraction, groans with arbitrariness,
and offends the sense of those who like to proceed cautiously. But-

rhetoric is justified. It is the tool of troubled spirits who want to

provoke argument in order to clarify the dimensions in which de- ‘

cisions are made.

‘The subject is compensatory education for disadvantaged chil-

dren, and the intent is to develop a model against which the sue- . -

cess of compensatory programs can be measured. We -are fully
aware that we are stumbling into that never-never land of dis-
cussion about goals in education, a land where the sun never sets
except amidst the fogs and the bogs. What constitutes the improve-
ment of education for any group is a flammable issue that never

seems to be resolved. Whether public schools should or should not .

teach a certain system of values; whether and how they should

develop the social, emotional, intellectual dimensions of persons;

whether students should be encouraged to resist the status quo—
these are questions which continue to bring conflict and which re-
veal the ambiguity of fundamental goals. In the realm of goals,
“Whirl is King, having driven out Zeus.” ‘

But the need is plainly to be unpragmatic in developing a

~ model for compensatory education, because ambiguity concerning

goals opens the frightening possibility that compensatory programs
will be shaped according to unexamined guidelines. The educa-
tional community cannot--blithely assume that it knows how to
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pensatory program is getting enough money and technicians to
werk in adapting materials, stimulating pupils, involving parents
and training teachers. Toward what ends? Why?

spot “improved”’ education, and that the main problem of the com- l

Experimental muddling-through is an approach appropriate to
situations where there is a broad harmony of interests and where
decisions can be made within a consensus concerning the measures
of progress. It is the policy-making approach of a society that
has witnessed “the end of ideology.” But pragmatism is not en-
tirely appropriate to compensatory education, because to raise the
problem of compensatory education is to bare a host of issues
which probe pulsating nerves and which revive classical ideologi-
cal debates. Here there is no broad harmony of -interests, nor is
there consensus concerning goals. Sensitive persons canmnot speak
about compensatory education without dealing in matters of cul-
tural relativity, the autonomy of school districts, the assimilation
of minorities, civil rights, social and economic mobility, the Protes-
tant Ethic, freedom, equality, paternalism, political strength and
weakness. These are issues that shatter consensus.

AL SN S oA et

To avoid facing the philosophical crises of compensatory edu-
cation is to embrace a “technical rationalism’’—that faddish dog-
matism which holds that the right value choices are obvious, and
that the hard work can be farmed out to technicians, whose job
is to develop procedures, means, programs, and various species of
gadgetry—necessary for achieving commonly agreed ipon goals.
It is the dogmatism that wants to race through discussions about
principles, because these appear abstract and irrelevant to the real
problems. Technical rationalism constitutes a prime heresy of
bureaucracy ; and this heresy may well be the major communicative
barrier between many educators and persons concerned about broad
social change (persons, who, to say the least, are very concerned
about principles of action). Technical rationalism is always escap-
ism, but it is particularly destructive where the experimentalism
of existing institutions has failed to remedy large social abuses.

WO AS TR

B e A

A Political Model

The model we are proposing for compensatory education is un-
ashamedly political, in spite of the fact that a good bit of effort
has legitimately been spent in protecting education from the firey
pits of political boondoggling. Other models can and should be de-
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veloped, and we make no presumptuous claims about the exclusive-
ness of the political model—only the claim that political dimen-
sions have been tragically absent in literature about compensa-
tory programs.

Other reasons for a political model are more basic. (1) Edu-
cation is political in the classical sense. Its directions are estab-
lished by elected officials. It i. serviced by state bureaucracy, re-
sponsive to political decision-makers. It is financed by taxation;
and its workers—from top to bottom—are government employees.!
If there is a compensatory job to be done, that job has been cre-
ated through the failure of political institutions.2 Remedies will be
initiated politically (there is no other way), and these will involve
new and different allocations of funds, talent, and capital (all be-
ing “political” properties, in some sense of the word). Likewise,
barriers to the effective development of compensatory programs
are political-pressures of the budget, limited personnel and fa-
cilities, barefaced prejudice, priority choices. (2) The political
model for compensatory education is appropriate if only because
education is a social process.> Whenever people interact, problems
of social order (that is, “politica’”’ problems) arise, and people are
involved in wins and losses. To ask that education be politically
neutral is to ask that it be non-social, and thus to look for what
can never be. (3) The political model allows for ev:iuation of
compensatory education in the most general terms. The problems
of disadvantaged communities are massive, and it is literally im-
possible o conceive of these as a whole. Reformers inevitably sepa-
rate an element from the whole, then speak about it in categories
which the mind can handle. Simplifying procedures are necessary,
but it is important that the synthesizing effort never be surrend-
ered.* A political model allows for this effort in a useful way.

Political Goals for Compersatory Education

Politically, the only defensible goal for compensatory educa-
tion is the extension of freedom—maximizing the number of sig-
nificant choices which persons can realize. At the very core of
democratic society is an implicit pledge to nurture the conditions
of liberty, because shared liberty is a presupposition of the demo-
cratic community. Democratic society, which builds upon diversi-
ty, finds its deepest vitality in the affirmation of personality, and
this affirmation implies a correlate commitment to individual lib-

erty.
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Stated in another way, the broad goal of compensatory educa-
tion is to get power to the weak, power being defined as the abil-
ity to implement one’s choices, weakness being defined as impo-
tence in the face of forces that make for poverty, limited choice,
and limited hope.’ Being disadvantaged in an industrial society is,
by definition, being part of a community that has not been ef- i
4 . fective in economic, political, and social interactions. Compensatory ;
3 ’ education is the process of granting the power which educational
4 systems can grant in order to make persons more effective in rea-
lizing their life choices (recognizing that educational agencies can- ;

- not grant all the power necessary for this transformation). This g
power has to do with self-image, the awareness of a range of '
options, the development of attitudes, resources, and skills for %
job mobility and social mobility,® the understanding of inter-rela- !
tionships in one’s world, and the knowledge of how people make
themselves felt politically.

'Mt«,".( VL Lyt

Undergirding this political concept of compensatory success is
f an assumption about the assimilationist problem, and this ought
to be aired. We are assuming that it is not the province of educa- _
tors to decide whether they should enhance or underemphasize |
cultural identity, preserve or attack cultural value differences, |
encourage or discourage universal middle-classism. Educators

should not have to be committed either to an assimilationist ideal i
i or to the cultural relativist position simply because poiitically they
5 have no right to enforce such a commitment on other persons.
Governmental officials do not enforce private moral decisions;
their concern is to protect the environment in which moral decision-
maXing can proceed with as much individual initiative as possi- i
ble. The task of educators is to provide an educational environment
within which persons are enlightened concerning life possibilities
and within which individuals are encouraged to decide concerning
matters of self-identity. It is true that to some extent education
cannot avoid being a process wherein relationships and experiences }
shape self-images—schools do function to acculturate and social- !
ize the citizenry. But a program which refuses to decide on the
assimilationist issue will be different from one that embodies con-
victions on the matter. The difference will be evidenced especial-
ly in the way cultural history is taught, the manner in which stu-
dents are identified in reiation to cultural groups, the manner in
which conflicting value systems are discussed,” the extent to which
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value is placed upon mobility, and the character of that which is
celebrated.®

The assimilationist problem is most difficult to resolve. Choices
rest upon issues over which Westarn philosophers have long agon-
ized. And iiie choices are complicated by contact with a host of
questionable intellectual fads: the panning of middle-class con-
formity; the depreciation of mass, urbanized society into which
the minorities are supposedly being assimilated ; the elevating of

minority cultures as a lat hope for stagnating Western culture; -

the rhapsodizing over diversity; and the liberal celebration of

ghetto vitality. The political model suggests that there is little to

be served in quarreling over the irresolvable, and that the best
solution is to withhold judgment. Positively stated, the political
model is pluralistic, but not in the sense that equates pluralism
with relativism. It is rather the pluralism suggested by John Stuart
Mill, which finds in the pluralistic search for truth a proper de-
gree of humility about the limits of knowledge and the risks of
ethical prescription. It is a pluralism that provides the appropriate
setting for an encouragement of freedom.

There are important qualifications, however, to this “decision
not to decide.” To the extent that cultural identity is the product
of social, political, and economic weakness, compensatory educa-
tion may indeed be assimilationist in character. It may well be

that certain traits associated with minority culture are the traits.

of poverty or are traits whose origins are to be found in the insti-
tutions of slavery. If such be the case, rhapsodizing about cultural
diversity becomes a thinly disguised defense of paternalism, or
worse. The wisdom of the compensatory educator will be to dis-
cern those elements of cultural identity which arise from weakness
and to separate these from elements which represent a defensible
cultural configuration—admittedly a wisdom usually reserved for
the gods.

Likewise, compensatory education will be assimilationist in
preparing stgdents for mobility in urban institutions. Reading,
writing, calculating, and problem solving are skills that have an
economic value, and their enhancement provides for a wide range
of economic movement. In teaching the classical skills and in
measuring these, schools are culture bound. Thus, James Coleman’s
Equality of Educational Opportunity was constrained to report,
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free.” Quite the reverse: they are culture bound. What they measure are
the skills which are among the most important in our society for geiting
a good job and moving up to a better one, and for full participation in an
increasingly technical world. Consequently, a pupil’s test results at the end
of public school provide a good measure of the range of opportunities
open to him as he finishes school—a wide range of choice of jobs or col-
leges if these skills are very high; a very narrow range that includes only
the most menial jobs if these skills are very low.®

(These achievement tests) are not, nor are they intended to be “culture ‘

Extending freedom might possibly be assimilationist, by definition,
particularly in a society where the maintenance of cultural iden-
tity has so little economic advantage.

“BExtending freedom” is a goal, however, which can easily be-
come a slogan devoid of substance. And the political model for
compensatory education can only become useful when it is spelled
out in terms directly related to educational situations. This is the
task to be accomplished now: to suggest ways in which compen-
satory success can be measured as an instrument of freedom. Three
levels of compensatory success will be suggested: (1) improve-
ment of measurable skills; (2) “maximum feasible participation
of the poor”; and (8) activities in illumining the political world
of the disadvantaged.

(1) Upgrading Skills

Upgrading skills is a political happening of the first order—
a significant extension of freedom. To a significant degree com-
pensatory success can be measured in the most obvious of possible
ways, through the use of standardized achieverhent tests. Good
compensatory education will raise the measurable performance on
examinations administered to students from the total community.

The sharpening of teaching and learning, the heightening of
self-confidence and motivation, and the extension of horizons repre-
sent a significant transfer of power; and urban society depends
heavily upon this transfer to initiate its youth into the complex
skills required for urban effectiveness. The simple premise of com-
pensatory education is that cuiturally disadvantaged youngsters
must be given a saturation of services to compensate for the multi-
ple impoverishment they suffer. They do not arrive on iixe formal
educational scene with the skills or motivation necess..;; for opti-
mal learning, and they must be surrounded with an educational
environment desizned for remedial support. Comgensatory educa-
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tion is based on the assumption that the most important cause of
educational disadvantage is the poverty of the child, the limitations
of his environment, and the snowballing character of educational
handicap.

Thus, the typical package of compensatory programming evolves
generally as a combination of approaches to the multi-faceted dis-
advantage of the child. The various approaches are ably charac-
terized by the Civil Rights Commission’s report on Racial Isola~
tion in the Schools:

One approach—remedial instruction—is to give more intensive attention
to students in academic difficulty. Remedial techniques usually include .
reduction of the number of students per teacher, provision of extra help to
students during and after school, counseling, and use of special teaching
materials designed to improve basic skills. Many of these techniques have
been used in schools for years and currently are employed in suburban as
well as inner-city schools.

Another approach—cultural enrichment—expands activities which schools
traditionally have offered to students. Cultural enrichment programs at-
tempt to broaden the hcrizons of poor children by giving them access to
activities which ordinarily might be beyond their reach, such as field
trips and visits to museums, concerts, other schools, and colleges. Such
programs also commonly are found in middle class schools where they
operate to supplement the normal cultural experiences of the pupils.

A third' element of many compensatory education programs involves ef-
forts to overcome attitudes which inhibit learning. Many educators have
recognized that lack of self-esteem is a major cause of academic failure.
A number of compensatory programs attempt to improve self-esteem
(through the study of Negro history, for example) and to raise confi-
dence by providing successful academic experiences and recognition, Some
programs try to raise the expectations of both students and teachers to
overcome negative and defeatist attitudes.

A fourth approach to compensatory education, incorporating many ele-
ments of the other approaches, is preschool education. This approach
seeks to provide disadvantaged children with training in verbal skills and
with cultural enrichm. t activities before they enter the primary grades.
Although the importance of preschool education long has been recognized,
such projects recently have become widespread with the support of funds
from the Office of Economic Opportunity’s Head Start program.10

Although educators are relatively new to the whole enterprise
of compensation for cultural deprivation, much progress has al-
ready been made. A namber of projects have been developed—
such as Higher Horizons in New York City, Baltimore Public
Schools’ Early School Admission Project, and Samuel Shepard’s
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work in St. Louis—and these have already begun to funnel infor-
mation about the compensatory e::perience into educatlonal lltera- ,.
ture. o :

It is 1mportant however, that compensatory skllls contmue to -
be developed in the light of politically realistic sensitivities. The .
writings of Reinhold Niebuhr, Hans Morganthau, and George Ken-
nan ought to be high on the list of required reading for educational
innovators, precisely because compensatory education has to do
with establishing new balances of power among portions of the

American population. Political realists risk the appearance of eyni- -

cism. But there is primal wisdom in their reminder that redistribu-
tions of power are always potentially explosive, and that redistribu-

tors of power easily deceive themselves concerning their own bene-

volence and neutrality. Political questions ought to be asked about

the mix of elements that characterize compensatory programs:

Who is granting power, and why? Which forms of power are being .
given, and more important, which are being denied? What are the
expectations that are shaping programs? Are skills being granted
that are most relevant for effective mobility within. urban institu-
tions?

The most haunting issues that surround efforts to upgrade skills
have to do with their implicit theory of social change Compensa- .
tory educators are fully aware of the environmental character
of ‘their problem, and compensatory literature is replete with ref-
erences to political, economic, and social- forces that perpetuate
deprivation and exclusion.!’” Compensatory educatlon, however,
seems to be developing in the United States as a self-help phenome-
non, its mechanism for social change being the renovation of in-
dividuals through the heightening of skills and motivation. A few
projects like Higher Horizons relate themselves to politically acti-
vistic associations, like Haryou-Act and thus deal with “structural”

_reforms, but these are the exception rather than the rule.!2 The im-

pression which compensatory literature gives is that collective acti-
vism is ignored, and that compensatory education is committed to
a gradualism in social reform (at least with regard to the schools’
involvement).

The possibility that individualistic gradualism will shape the
ethos of compensatory education may well be the greatest danger
that this commendable movement in American education faces. In-
dividualistic gradualism is safe politically (particularly in areas
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where deprivation is the most pronounrsd), and it is acceptable -
ideologically to the majorities who are most heavily represented .
on school boards. Nevertheless, individualistic gradualism violates
the most penetrating insights into the way social change occurs
and into the mechanisms by which minority groups are in fact
affecting their own collective destinies.

(2) Mazimum Feasible Participation of the Poor

There is a carefully nurtured tradition in our society that meas-
ures justice in terms of the procedures followed. The substance
of decisions and contracts may be less important in the final analy-
sis than the conditions under which these decisions and contracts.
are contrived, Thus, the particular conditions imposed by a labor-
management contract will probably be accepted by a union’s mem-
bership if it can be satisfied that representatives bargained within
a balance of power. A judicial decision will often be accepted as
just if “due process” is observed by the judge.

The political model for compensatory education suggests that
educators might profitably consider the ‘“due process” theme in
American politics—to consider whether compensatory education
ought systematically to seek the “maximum feasible participation
of the poor” within its planning. Perhaps the context in which edu-
cational reform cccurs is d4s important as the development of teach-
ing-learning skills. The trouble with disadvantaged communities
is that they have been ineffective in shaping their own social
destinies; and they have not had the successes which spawn high
social expectations.!* Compensatory educational programs offer an
invaluable opportunity to provide a laboratory for the exercise of
initiative among those whom the programs serve. The best compen-
satory program will be the one that carves a planning-advisory
role for the disadvantaged community, that moves beyond the en-
listment of parents to cooperate with the schools in furthering edu-
cation for which the schools have been the sole designers.

The very need for compensatory education represents, in part,
a failure of professional educational agencies, and one should not
overlook the possibility that some of that failure derives from
those agencies’ very perception of educational disadvantage. As
Bertrand Russell jokingly remarked, there is no such thing as “im-
maculate perception”-—only perception that is affected by the val-
ues, biases, and life history of the observer. For this reason, “maxi-
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mum feasible participation of the poor” is far from an academic
exercise—an artificial device to stimulate artificial involvemert.
Planning for compensatory education needs the sensitive interpre-
tation of issues from the perspective of the disadvantaged, and the
disadvantaged can provide an important sounding board for proj-
ected plans.

One homely illustration may suffice to buttress the point.
At a recent meeting of anti-poverty workers and academicians in
Houston, the problem of teaching Negro history in compensatory
education was raised. Surprisingly, there was little agreement as
to the desirability of this practice. One person, a white academician,
believed that emphasizing the history of Negroes in America would
only serve to remind students of their slavery background, (“Ne-
gro history is a pretty meagre thread”). Another believed that
emphasizing Negro history would perpetuate an unhealthy race
consciousness. Still others believed that Negro history should be
paramount in compensatory education, as a means of instilling
pride in students’ obvious cultural identity. For the purpose of this
essay, however, the interest of this discussion centers on the fact
of disagreement. At many points in compensatory education, de-
cisions are made that are analogous to that concerning the teach-
ing of Negro history. These decisions are fundamentally value
choices, and they ought to be made in consultation with the fami-
lies of those whose self-identities are involved. Whether and how to
teach Negro history is not merely a technical decision for a neu-
tral planner. Likewise, the whole problem of identifying goals for
compensatory education is laden with choices that the technician
is simply not capable of making responsibly.

Needless to say, “maximum feasible participation of the poor”
is risky business. In an analogous case, participation of the poor
on anti-poverty boards has proved to be an invaluable addition to
community action planning. But few would deny that the involve-
ment of ghetto representatives in community action has been
troubled. Their presence has effected a major shift of power away
from city hail, and city hall has often reacted in a manner befit-
ting the politicaily threatened. Whether the.shift of power has
been too threatening is a question still to be answered, yet the
lesson learned from the war on poverty has been clear: public
institutions cannot long use public funds in ways that hurt public
officials. A few flashy victories may be won (ely., impoverished
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people finally believing that they can spend funds to affect their
own collective destiny), but undoubtedly funds wiil sooner or later
be cut off.

That is why educators dealing with compensatory education
need the wisdom of Job in involving the disadvantaged. The prizes
to be won are far too valuable to suggest negieciing the effort.
But involvement will have to be judicious. It probably will have
to be represented as “advisory,” in order to maintain the reality
of school board authority, delegated at points to educational pro-
fessionals. Still it may be that compensatory education should give
rise to a new image of educational professionalism—one that em-
phasizes mediation abilities, bringing the voice of the disadvantaged
into consideration at the point of compensatory strategy-making.

(8) Community Action

Occasionally in the literature of compensatory education, one
feels that he has wandered into the classroom of the venerable
Puritan divine, Richard Baxter. Before him emerge shapes and
forms and admonitions appropriate to the so-czlled Protestant
Ethic—a work-oriented value system, buttressed by the vision of
rewards for labors well done. Work is the sign of salvation, and
successful minority professionals provide a panel of patron saints
who have demonstrated that “it can be done.”4

A solid case can be made for using the Protestant Ethic as one
more rifle in the arsenal of compensatory weapons, particularly
in light of the need for heightened motivation and for identifi .ation
with inspiring personalities. It is necessary, however, to exercise
caution with “work, work, work ethies.” Urban society is beginning
to discover that preoccupation with work leads to disability in
handling leisure; and in fact, Prctestant denominations are re-
vising their ethical stance with regard to’ the value of work.1®
More seriously, the Protestant Ethic under-emphasizes the need
for collective action to meet collective problems. Institutions are
improved by individuals, but also through the activity of groups.
To dwell upon the need for individual initiative is to make the
gift of liberty paltry, because many human ends are achieved only
through the vigorous work of associations. Effective participation
in social change is always through groups and sub-communities.

Compensatory education can hardly afford to ignore the politi-
cal, economic, and social pressures that play upon the impoverished,
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maintain the ghettoes, and, in turn, perpetuate the need for compen-
satory education. The frightening prospect, however, is that the
closer programs move toward dealing realistically with these pres-
sures, the more subject they become to opposition. Thus the politi-

cal dilemma of compensatory education: In their effort to compen- -

sate for various forms of disadvantage, the schools cannot sponsor

marches against the local school board, nor can they organize boy- .
cotts against the commerce of power structure barons. Their re-

fusal to do so is not a failure of nerve, but is merely the expected

behavior of institutions utilizing public funds (am'i‘ wanting to'have

those funds replenished via the action of school boards and power

structures). The schodl cannot avoid being an establishment, and-

so, by definition, cannot help but reflect the power balance achieved
in particular communities. It is part of a complex of mter-related
establishments—often branded as the Establishment by minorities
who are alienated from politically effective neighbors.’® But the

school is also an equality-giving establishment, formally similar

to other governmental agencies. As courts deal in the trade" of
granting equal justice and due process, at least in their better mo-

ments, the schools in their better moments grant sclf-images and -
skills which encourage relative equality in se]f-determmatlon and -

ability to affect one’s environment.

We believe there is a range of activity that public schools can’ .

encourage which takes seriously the social character of deprivation,
but which nevertheless remains within the classical function of
public education. It is in the exploration of this range that the
greatest hopes for maturation in compensatory education are to
be found: we want to argue that public schools have always as-
sumed responsibility for teaching citizenship—*“civics”—and that
in the context of compensatory education, this “cmcs” task .is
vastly expanded.

Public school civies is necessarily rationalistic. It must be

_ based on something like Plato’s maxim that knowledge is virtue—

that creative citizenship is served through illuminating one’s politi-
cal environment, and through training in the skills necessary for
political effectiveness. Plato, of course, concluded that virtue could
not be taught, but this conclusion did not shatter his belief that
philosopher kings needed a sophisticated education in the ideals
and skills of republic-building. For Plato, the key concept was
illumination. His educational system was directed toward illumina-
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tion of what was already present: putting the searchlight on man’s
environment in the conviction that self-awareness was a form of
liberation into political effectiveness,

Nee(;dll?s to say, the political environment within the ghetto is
vastly different from that in which the majorities live. But com-
pensatory civics ought to be directed toward the same end as that
which informs civics in the middle class school: illumination of
the political environment in which students actually operate. In
the course of their formal education, compensatory students should

become knowledgeable about their legal and political rights, the .

agencies which serve the ghetto, alternative techniques to effect so-
cial change, organizations who purport to represent their interests,
Middle class schools as a matter of course speak about pressure
groups, voting, and letters to Congressmen: the tools of effective
citizenship. Compensatory civics ought merely to provide some level
of discussing the same thing for another kind of political world,
where different organizations, techniques and issues have assumed
importance. '

Civics skills are as important as job skills within the disadvan-
taged community, and education about community action ought
to be one of these arecas—like vocational training—where the total
disadvantaged community -becomes the student body. Democratic
society depends for its justice upon a relative balance of power,
and it is in the interest of the democratic ideal that disadvantaged
persons should learn how they can maneuver within the policies
and procedures of urban institutions. Thus, there is a case to be
made for Civics Extension—developing civics instruction along
lines suggested by experience with agricultural extension: civics
consultants, com.nunity civics instructors, organizers of civics semi-
nar-workshops. Several activities suggest themselves as being well
within the scope of public education: (1) illumination about com-
munity agencies, services, and institutions; (2) education concern-
ing skills by which communities are improved or by which persons
may operate more effectively within the community (e.g., communi-
ty organization, consumer skills, financial procedures, home buy-
ing procedures); (3) illumination concerning the major issues
which affect the poor and which are being considered-at various
levels of government. One could also imagine a compensatory civics
teacher atempting to enlighten school boards, service clubs, and
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- “power structures’” concerning issues within a community’s minor-
ity population.

Compensatory civics ought to take as its working principle the
“strangeness” of the disadvantaged political world. The illuminat-
ing civics function of public education may not best be carried by
teachers, who live in one social-political environment, but who teach
persons from another. Just as the county extension agent makes
a special effort to be aware of his client’s mental set and way of
life (cven to the point of cultivating a rural accent and “country
manners’’), a compensatory civics consultant probably should seek
to blend in with those he is trying to help. He would depend heavi-
ly upon various persons and agencies within his community, and
he would see his function primarily as one of a liaison between
community educational resources and persons in need of these edu-
cational services.

Conclusion

The political model for compensatory education does not re-
late to several issues that are pressing and important. It avoids
problems of nationally legislated guidelines, segregation versus
integration, school board autonomy, and educational strategies.
Its intent is quite limited: to suggest a framework within which
goals can be discussed. The assumption has been that some symbol
is needed which can provide a coherence for the multi-faceted
structure of compensatory education. And the image of education
as politics seems particularly useful for this purpose. The image
draws attention to the political character of the schools, and thus
places the matter of compensatory programing within the larger
context of society’s growing concern for civil justice.
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FAMILY STRUCTURE IN
THE LATIN AMERICAN AND
NEGRO AMERICAN COMM UNITIES‘

Munro S. Edmonson

There is lively and growing awareness in American educatmnal
circles of the importance of culture in the process of general pub-
lic education. To a considerable extent, this is because we have
come to realize the ways in which cultural diversity impedes educa-
tion. It is important therefore to underline the fact that education
itself is a cultural process and to understand its relation to other
cultural processes with which it coexists. For culture is in the
last analysis communication, and any form of communication
among men is an instance of it.

I agree with Dr. Little that the educational process is primarily
a rational enterprise. It essays to draw each of us out of the
parochialism and particularity of his own tradition of dlscourse
and to place us in firmer and broader contact with the great tradi-
tions of all mankind and with one another. It is inimical to the
prejudices and blind spots of individual culturzl experience and
by the same token is dedicated to the diffusion of the language all
men share by virtue of being human—the language of reason.

Inevitably in this context the existence of strong local, tribal or
national cultures is an educational problem. For if our sensitivity
to the widest intellectual horizons that human potential opens to
us is the essence of education, our deep and intensive involvement
in time and place, in the traditions of our own immediate societies
and the loyalties of our own intimate contexts, directs our atten-
tion and our energies to less catholic goais, less ecumenical aspira-
tions and less rational concerns. The ethnic cultures to which as
humans we so profoundly “belong” root us to attitudes and values
which all men do not share, perhaps cannot share. From the stand-
point of general human culture, ethnicity is irrational. It is none-
theless a powerful and real counterforce to the expansive impact
of eaucational rationality.

A belief, even a faith, in human reason has been an axiom of
modern thought at least since the 18th century. Nonetheless, it is
one of the most profound conclusions of 20th century science that
human beings are not only rational animals. We are also, al! of
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the time and in highly predictable and systematic ways, wildly ir-
rational animals. Much of the effort of modern social and behav-
ioral science, indeed has gone into the exploration of this fact and
its consequences.

One general conclusion may be drawn which is relevant for our
present purposes. Reason and unreason are markedly different in
communicative terms. Rationality is highly contagious. Even a
casual contact between two human beings may be quite sufficient
to communicate a rational proposition, while irrational ones can
be conveyed only through prolonged and intensive contact. A new
conclusion about some aspect of nuclear energy can be passed from
one scientist at an infernational conference to another who does
not even share his language with a minimum of confusion or diffi-
culty. By contrast even the rudiments of American political philo-
sophy have proved virtually incommunicable despite an extensive
missionary effort. It seems clear that if we could reduce the human
communication network to the minimal contacts necessary to sus-
tain rational discourse, the aims of education would be vastly fur-
thered. But we cannot. All human beings participate with their
fellows in societies more intimate and more intensive than those of
international science, and it is in these local sccieties that they
build and maintain their most deeply held attitudes and values. It
is when we attempt to share these cultural ideas despite intense
differences of experience that we typically fail to communicate at
all. :

We may contrast, then, two very general forms.of cultural com-
munication which have markedly different consequences for us.
One, I should like to call hypothesis; the other is metaphor. Both
involve relational statements, but in a hypothesis the relation is
logical and empirical; in a me:: hor it is analogical and tradi-
tional. An hypothesis is a stateinent about something which is, so
to speak, really “out there.” It can be proved, or, if it is a bad
hypothesis, disproved, by the evidence of our senses about the
world they contact. A metaphor cannot in this sense be tested at
all. It asserts a relationship which i§ cultural, not environmental,
and its validity rests in the fact that it communicates, not in its
objectivity. If I assert that the object before me is a table or a
battleship, I may be right or wrong, but the matter can be investi-
gated. If I assert that it is a crouching jaguar, investigation be-
comes unnecssary and irrelevant. Hypotheses are thus the mini-
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mal units of the larger structure we may call science; metaphors
are organized into the larger structures we call myths, It is in-
trinsic to their nature that science is one and myths are many.

Both hypothesis and metaphor are automatically communicable
among men, and both are communicated all the time. Because of
the ambiguities of human judgment, any statement I may make
to you will convey both scientific and mythical information. Try as
1 may to purify and rationalize it, I shall inevitably include some
proportion of metaphoric statement if I am to speak to you at all.
The particularities of metaphor are built into the very language
we speak. Our iribal metaphors are inherent in our grammar. At
base, then, metaphor is the central problem of intercultural com-
munication.

Paradoxically, it is the defining characteristic of metaphor that .
it is hard to communicate. While relatively loose contact between
people suffices to guarantee easy transmission of scientific informa-
tion, only special circumstances, special channels, are sufficient
to guarantee the creation and perpetuation of myths. We do not
share metaphors because of superficial and casual contact with
each other; we share them because of—and through—a profound
and intensive sharing of intimate experience. It is in the nature
of man to live in groups so constituted as to guarantee this kind
of sharing of experience. We all communicate with at least some
other people in the profound, enduring and intensive way that
generates metaphors and builds them into myths.

Our general sociability guarantees our capacity for science,
our ability to communicate symbolically. But it goes much farther.
We communicate with each other far more than, for environment-
ally adaptive purposes, we need to. And thus we share metaphors:
attitudes, values and symbols to which the universe is indifferent
but which matter fundamentally to us. And these cultural assump-
tions which we share only with some other men make up our more
intimate and more intensive cultural identity. We are not only men ;
we are men of particular cultures.

The pattern of values and of style imprinted on us by the par-
ticularity of our experience, we share by virtue of particular in-
stitutional experiences capable of sustaining intensive communica-
tion. Generally speaking this means we share culture in this inti-
mate way with people brought up in the same family structure.
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No other experience that we have as humans is usually as pro-
longed, as intimate or as intensive as our training within families.

An organized system of family life is thus eapable of transmitting

itself from generation to generation, and aleng with it are trans-
mitted attitudes and ideas of enormous subtlety, but of enormous
vitality. Such ideas may be perpetuated in this fashion for virtu-
ally indefinite periods of time. In considering problems of inter-
cultural education, it is clear that differences in family tradition
are close to the heart of the matter.

It is well to remember that the family is not necessarily the
only institution which can function in this fashion. Although we

seem at times to believe otherwise, there is in fact nothing in-

herently sacred about the family. The impact of the family upon
ethnic culture is very important, but it is important because of its
communicative, not its moral properties. If we encounter cases

in which the family does not possess these properties, we may have

to look for other facts of social participation, other orienting
social instituticns, to understand the traditions of particular
groups. It is, however, rather generally true of all societies that
family life is sufficiently intensive and organized to be the major
factor in cultural identity. And it is in the family, therefore, that
one finds perpetuated the basic values of a culture.

This phrasing of the matter may help to clarify how we can

generalize about cultural groups in the face of their obvious diver-

sity. People, even people of the same culture, are not alike, and
it is jarring to our common sense to hear statements about how
all Americans or all Russians or all Latin Americans or all Ne-

groes may be expected to behave. From the foregoing discussion,

it will be apparent that the sense of such statements — the only
sense they can have — is that all Americans are alike to the de-
gree that all Americans are trained alike. The primary agency
of training for this purpose is family life. Hence there are as
many different types of Americans as there are different types
of family in the United States. How many this is, is a matter
for empirical description.

It is my task hére to summarize the relation of such family
experience of Latin Americans and Negroes in the United States
to the enterprise of education — and by implication to the family
experience of the dominant Anglo-Saxon minority upon which

the national educational system is based. Aithough it may seem
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trite, let us begin with a very general look at the Anglo-Saxon
ethnic tradition.

o

The general conception of family in English speaking coun-
tries is strikingly like that in the other ethnic traditions of north-
western Europe — Germany, Scandinavia and the Netherlands.
One’s family, or anciently, his kindred, includes all the people
who are related to one through blood or marriage, traced bilaterai-
ly and equally through both sexes to an indefinite degree. These
relatives are felt to be measurably “close” or “distant,” and mar-
riage between close relatives is forbidden. In many but not all
American states first cousins are too close to be marriageable.
The closest relatives are those of the isolated nuclear family,
and although this grouping is peculiarly adapted to the high mo-
bility and small apartments of modern America, it is an ancient
Anglo-Saxon form. The effect of this system is atomistic and
egalitarian. Once he is adult and married, each individual has a
unique family, only a part of which is the same as the famlly
of even his closest relatives. In social terms he is completely. in-
dividualized. And the principle which governs relations among
mdmduals is that of equality. Children inherit property equally,
and justice demands that they should do 80,

It will be apparent, I think, that the values expressed in thls
structure are peculiarly and profoundly Anglo-Saxon. They are
the axioms of our national cultural existence and the-unexamined
premises of our identity as a people. They are, in fact, the princi-
ples which, we have tried so hard and generally so fruitlessly to -
export to the other cultures of the world as “American democ-
racy.” It is small wonder that our peculiar blend of individualism
and equality has proved so mystifying and elusive even to our
friends abroad. It simply does not correspond to their experience,-
however deeply it is. woven into ours.

In comparing this dimension of our national experience with
Latin American values, it is perhaps important to deal first with
Latin American diversity. Latin America is a huge area — bigger
than the United States and much more varied both culturally
and politically. Some scholars challenge the usefulness of talking
about Latin America at all, while others calmly continue to pour
forth bnoks about it as though it were a single entity. In a sense
both are right. The area has both unity and diversity. But for
our purposes it is necessary to insist that in family organization

I

— 7 —




S I e KRR TN X

Latin America is importantly unitary. The style of family found
in Spanish, Portuguese, or even, in part, in French America is
fundamentally derived from the traditions of Mediterranean Eu-
rope, and its major features are shared by the peoples who today
speak variant versions of vulgarized Latin. It presents a marked
contrast to the northern European family. Because of its relevance
to the United States, I shall deal here principally with the Spanish
American family.

At first glance the Spanish familia appears to be completely
cognate with the English family. Both terms may be applied, for
example, tc an indefinitely extended group of bilaterally traced
blood relatives. Fully half the meaning of the Spanish word,
however, has no English counterpart. Spanish relatives by mar-
riage are emphatically outside the familia while in-laws in English
are vaguely and ambiguously considered kin. And although the
Spanish family includes relatives on both sides, it refers primarily
to patrilineal inheritance of surnames. In Spanish the patrilineage
is vitally important.

It is quite possible that the kinship system of the aboriginal
Iberians of Spain was generally similar to the Germanic and Slavic
patterns of European kinship. Such northern tendencies in the
basic culture of Spain were certainly furthered by the Visigothic
invasions of the early centuries A.D. But Spain has been through-
out its history a crossroads between Europe and Africa, and the
influences of the Mediterranean on Spanish life are deeply im-
printed upon the Spanish family. Other parts of Europe from
Italy to Norway have felt in various degrees the impact of Medi-
terranean and Middle Eastern culture, but Spain has been subject
to intensive exposure to these influences. Phoenician, Carthaginian
and Greek trading stations, the Roman conquest which gave Spain
its language, and above all seven centuries of occupation by the
North African Moors have repeatedly reinforced Spain’s non-
European kinship ideas, and impressed upon it a marked commit-
ment to non-European values. There is more than metaphor to
the Spanish adage that “Africa begins at the Pyrenees.”

At the time of the discovery of the New World Spain was
very far from being a culturally unified nation. It spoke no less
than six different languages besides Spanish (Catalan, Galician,
Basque, Arabic, Hebrew and Ladino). Even within the Spanish
speaking kingdoms the customs and laws of Castile and Leon
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differed significantly from those of Extremadura or Andalusia.
Even today, the peasantry of Castile maintains family traditions
closely similar to those of England, while Andalusia, which con- -

tributed disproportionately to the early settlement of the New - - =
World, has long maintained the patriarchal and hierarchical wa-- .

ditions of the Middle East. Both modes of organization are repre-
sented in the New World in various mixtures. SRR 3

Even in the ancient world these conflicting tendencies can. be - ~ =~
clearly traced, the upper classes taking on the patrilineage strue-”
ture, and the lower classes maintaining the bilzterai system:-In. " -
ancient Greece, the basic bilaterality was overlaid by the phratries . -
of the great families. In Rome the plebeian families were bilateral: - ... "
bui the gentes of the patricians were patrilineages; ‘So- it was ;i
also in medieval Europe, where the nobility were organized-in - - -
patrilineal great families, while the peasants often lacked:even: - .

" patrilineal surnames. In northern Europe the Mediterranean tra- - .. £
ditions were superficial and restricted, and have virtually disap- = .
peared in modern times. In Spain, too, the patrilineage is-an...
aristocratic tradition, but the militarism of centuries of warfare . .
converted most of the Spanish population into petty aristocrats—. . .-
hidalyos—and the Spanish commitment to lineage was correspond- ;.
ingly general and profoun. - SRS

The fundamental difference between bilateral and patrilineal:" “ =
patterns of kinship — beétween the lineage and the kindred .- .7
may be illustrated in relation to marriage. The bilateral system: ;
isolates the individual so that he is free to choose a -mate on'an®:’
individual basis; the lineage system makes him a repregentative of —-~ " .
his corporate family and his marriage becomes a matter for care-: <,
ful negotiation between sovereign lineages. Equal inheritance of -~ -7
property tends to eliminate that consideration from marriage. - -~
choice in a bilateral system; primogeniture and entail ‘underline: -~
the importance of clear property settlements in-a patrilineage..- . -

Clearly a lineage system cannot be made to work at all without ™ .
a definite system of authority, and all lineage syst;e‘msi-_;ixivolié
very explicit rules of precedence. To be older- is to be senjor; tobe ©: "
younger is to be junior, and hence every person hias an unequivocal . * e
rank in society, depending upon the rank of his line age-and his-. « .° .
own rank within it. Although this might appear to'settle ‘the - o
matter, this aspect of the system is in fact its greatest problem,: ;. © . ¢
because it means that whatever my position in society, I- h@}?@ UGN
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everything to gain by doing in the chap ahead of me — asually
my older brother. Nor is this merely a theoretical problemi. When
the king of Yemen died a few years ago leaving seventeen sons,
a battle royal broke out which ended a year later with sixteen
of them dead. The survivor was of course the new king.

Two methods have been invented for controlling the instability

of lineage systems with regard to succession. One is age grading
and the other is bride price. In the first method, one takes all

the young men of a society off to the bush, scares the wits out - |
of them with horror tales and mutilation, and swears them to

eternal blood brotherhood. The Mau Mau of Kenya is a weli known
example of the technique. Although breaking such an oath is at-
tended by horrendous supernatural consequences, its success in

controlling the cupidity of younger brothers is unfortunately lim-A ‘
ited. Accordingly, it is often combined with method! number two.

Introduction of a high bride price means that-a young man can-
not get married without going deeply into debt to all of his nearer
relatives just for the down payment. Naturally his relatives will

take a lively interest in his well-being until the debt is paid.

Furthermore, since he cannot marry a close relative, he spends
years paying off his father-in-law in some distant lineage, and
that gentleman and his kin will have a similarly tender concern

for their new son-in-law’s success. A generation or so of this

sort of thing and most of the lineages in a society will be linked
together by lines of credit and fiscal expectations, which will
convert them into the staunchest supporters of the. status quo,
and of the sacred ranking systein it represents. In this fashion, a
lineage system may achieve considerable stability. '

I have digressed to point out the workings of an integrated
lineage system, not because Spain landed on these solutions but
because it didn’t. The mixture of two contradictory systems of
family organization provides Spaniards and Latin Americans with
two modes of reaction, two attitudes, towards their relatives and
consequently tewards other peop<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>