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ABOUT THIS SERIES . . .

Through this series of reports we invite readers
interested in non-formal education to react to our
work and to contribute toward building a new and
exciting field of inquiry and practice. These pre-
liminary reports zim at making as explicit as possible
some of the crucial issues in the theory and practice
of non-formal education. While they represent con-
siderably more than exploratory thinking, we do not
think of these statements in any sense as final.
Developmental would be a better word to characterize
a field still so open to definiticn and so diffuse in
conception and practice,

A word about the Program cf Studies in Non-Formal
Education at Michigan State University may be in order.
The Program, under the spenscrship of the Agency for
International Development hac the basic purpose of
building a systematic knowledge basc about non-formal
education in response to the growing need for authori-
tative infermation about this mede cf educatien in the
developing countries. There eve nine areas cf study:
(1) historical perspectives, (Z) catcgories and
strategies, (3) country comparisons, (4) learning
effectiveness, (5) economic factors, (6) case study
survev, (7) model feasibility, (8) admirnictrative
alternatives, and (9) participant training

Teams of faculty members znd rescarch fellewe in
a number cf academic disciplince are werking on the
nine subject areas and the papers in this series

represent portions of their production.

c
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T

We invite responses to thesc parers as an impor-
tant means of helping us critically to cramine ouvr
work in a new field only now being given reel ferm
and substance.

Cole S. Brembeck, Director
Institute for International Studies
College of Education

Michigan State University

East Lansing, Michigan

June 14, 1972






MODES OF INTERVENTION

By
George H. Axinn

and
Williem J. Kieffer

There are at least two very different approaches
to an international or a cross-cultural interventicn
in education,

The most common approach is characterized by
such activities as the transfer of capital and the
attempted transfer of technology. With respect to
the latter, activities can be labeled as technical
assistance, as institution building, as institution
transplanting.1

The basic assumption of this strategy is that
one '"'modernized" or ''developed" society has something
which some other nation or culture really needs.
Therefore, what is attempted is either a transplant
of an institution to the other society or a transplant

of technology to the other society. 1In the most
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sophisticated ramification of this fundamental
approach--'"nation A" tries to assist the people in
"nationB " to build the kinds of institutions which
will be able to handle the technology of "nation A"
in the society of '"nation B."

The purpose of this paper is not to suggest ways
of making this approach more effective or more effi-
cient, although those are worthy goals. Our objective
is to contrast this type of strategy with a totally
different approach to the intervention into the
affairs--and particularly to the educational system--
of another nation-state or cultural area. I{ we label
the type of intervention which has been described
above as the technical assistance/institution building
approach, we might label the contrasting strategy as
the exploration and discovery approach.

With the alternative approach, instcad of assum-
ing that one "modern and developed" society has some-
thing which would be of benefit to the other 'less
developed' society, it is assumed that the other
society already has similar basic institutions.

If one is concerned with education, the basic
assumption is that although the other society may be
less "modern' and less 'developed" by some '"standards,"
the function of education has, nevertheless, been
going on in the other culture as well., The indigenous
system would not exhibit the same forms as the foreign
system does. Thus, it may be labeled by an outsider

as 'non-formal." But again, this tends to be a
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cultural-bound assessment of the other, using foreign
criteria.

In the basic exploration and discovery approach,
one assumes that fundamental functions are carried out
in all social systems. Each nation has some kind of
existing system of these functions. The first steps,
therefore, are to explore the (other) situation, and
discover the means which are used for carrying out the
functions.

Many individual practitioners of the technical
assistance approach have, of course, utilized personal
strategies of "explore and discover." But the agencies
and organizations of which they were a part tended to
build their over-all strategies on the technical

assistance/institution building approach.

THE EDUCATION FUNCTION

Let us consider an example from education. One
can assume that every social system has some kind of
educational function being carried on within it. The
educational system can be analyzed, even by outsiders,
and may be viewed from various perspectives. These
perspectives might be labeled as structure, curriculum,
staff, students, philosophy, facilities, and equipment.

In a "folk-village society"? in one of the less
organizationally specialized areas of the world, one
might find education carried out entirely within the
extended family or kinship group. In this case, the

family structure is, in fact, the education structure.
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The family structure fulfills other functions, such
as that of procreation, and production of food and
shelter, and governance, but one of its functions may
be labeled "education."

This family (as an educational system) has a
curriculum, even though it is not found in writing as
a course syllabus. There are certain things, however,
which each age-grade learns, and there are teaching
responsibilities of the various sexes and ages of
persons within the family which can be described,
analyzed, and perhaps modified through outside inter-
vention. Each age-grade usually has specific
"teaching" responsibilities with respect to the
younger ones. Thus, although they are not hired as
teachers--this "non-formal" educational system has
teachers.

Similarly, there are students in the non-formal
system. They tend to be differentiaced by age-grade.
Conventionally, the older persons teach the younger
persons, who could be labeled as students.

And just as a university or vocational school
has a "doctrine"® which guides its activities, so
the extended family has a "philosophy of education"
which affects the way in which its educational
functions are carried out.

The rural folk-village may not have any identi-
fiable facilities which are known as school buildings.
However, whatever facilities are used in the educa-

tional process are, de facto, the educational

4
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facilities. They may not look like school rooms at
all--but they may function quite well as the facilities
of education., The same may be said for equipment.

For example, in a very rural society, it is not
unusual for one cluster of families to be weavers.
They may grow cotton, spin it into thread and weave
the thread into cloth. Another cluster of families
may be potters. They dig clay, and make it into pots.

A third set of families in the same village, or
in an adjacent village, might be woodcarvers. They
have certain tools; they know how to sharpen and
maintain their tools; they select wood; and they
carve various things.

In a certain sense, the families in each of these
clusters serve as vocational schools. That is, each
generation in the weaving families learns how to grow
cotton, spin thread, and weave cloth from the last
generation. It may be that certain ages and sexes
have various tasks to perform, but each member of the
group learns how to do those things which he needs
to be able to do at the appropriate time.

The same kind of social system would also have
other branches of its curriculum besides the voca-
tional. For example, the young person learning to
spin cotton might also be learning the religion of
the group, and also about food at the same time.

The students in this family-school tend to begin
the vocational part of the curriculum when they are

older than those who are beginning the language
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learning part of the curriculum. Language learning
tends to take place during the first year or two of
life, and continues throughout life. Thus, an educa-
tional system in a society without schools may be
described with the same conceptions we use to
describe systems of schooling. It is the rendering
of this sort of description that constitutes explora-

tion and discovery.

A DIFFERENT STRATEGY

In the study of alternative strategies of cross-
cultural/international interventions in education,
one can identify a 'change system' and a '"target
system." The change system may be an agency or an
organization or a cluster of tliose in a more
"modernized" or "developed" society. The target
system is usually the society, or some portion
thereof, in a less "developed" or '"modernized" place.

The typical assumption is that the technology of
the change system is good for all mankind, and it
would be desirable for the target system to share
that technology. With respect to the organizations
or institutions which carry on education, the
typical assumption is that there are no such organiza-
ticns or institutions in the target system, or that
they are weak and ineffective. Therefore, the
institutions or organizations of the change system
should be either transplanted or somehow developed
within the target system. These may be labeled as
fundamentally arrogant assumptions.
6
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What we are suggesting is that it would be a
significantly different approach and strategy of
intervention for representatives of the change
system to enter the target system as "explorers"
and try to "discover" the manifestations of education
which already function there., This approach first
examines the way of life, and then begins the inter-
vention by suggesting minimal modifications to what
already existe, rather than substituting with foreign
transplants.

This approach has many advantages. It tends to
lessen the natural points of conflict. It is less
arrogant and less threatening to the target system.
It is less likely to be rejected, as it builds upon
existing institutions instead of challenging them.

It is more likely to persist over time.

Put another way, an introduction of foreign
technology, or organizational structure, tends to
conflict with the geography, the soccial structure,
the religions, the family systems, the politics, the
economics, the indigenous educational system, and
attitudes toward time, efficiency, etc. of the target
culture. This conflict reduces the chance of success
for interventions of that type. If small scale,
unhurried interventions are made in terms of minor
adjustments to the already existing system, the
chance of persistence of change over time is much

greater.
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As an example, a change in curriculum in a potting
village might be nothing more than a demonstration of
how the same clay can be handled in the same way to
make a small ash tray instead of a large water pot.

The ash tray might be marketed outside the village in
exchange for cash. Here, the structure of the educa-
tional system is not changed at all; the teachers are
still the older members of the family, and the students
are still the younger members of the family.

The philosophy, the staff, the facilities, and
the equipment do not have to change at all. However,
there has been a small change in curriculum and
participants in this educational system can learn
something beyond that which they were learning befere.

A more drastic change would be to suggest that
the potting village send some of its sons and daughters
to the weaving village for training, and others to the
woodcarving village. In exchange, the potters might
offer to train some of the sons and daughters of the
weavers and of the wood carvers. This would be a
structural change, and might have philosophical conno-
tations, as well as demand shifts in facilities and
equipment. But education still goes on primarily
within the family, with the older generation serving
as the teachers and the younger generation as the
learners. This is less of a shift than the intro-
duction, let us say, of a western-type vocational

school into the target system.
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These alternative strategies of intervention are
based on different doctrines. The doctrine for the
usual approach of technical assistance and institution
building--stated in its extreme form--is that the
intervening nation "really knows best." That is, the
technologies and the institutions which that nation has
are believed to be superior to those of other places.

On the other hand, the strategy of explore and
discover is based on a doctrine that the world
exists~-and that each group has made an adjustment to
its environment. This doctrine assumes that "fixed"
technologies and institutions already present in any
given location were once appropriate for that location.
But, as time goes by, and the envircnment changes,
relatively fixed technologies and institutions become
less appropriate. The intervention, itself, there-
fore, has the potential of "learning from" the other,
as well as "teaching to" the other.

Finally, we must point out that those who inter-
vene in the educational system of another country are
not free from local influence. That is, it is not
unusual for host country nationals--particularly
representatives of the "international elite" or "third-
culture" who themselves have studied abroad--to want
for their own country exact replicas of some of the
things they have seen abroad. These people usually
press for something similar to that small bit of the
outside world with which they are familiar. This
gives the outside interventionist of the technical
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assistance/institution building type a rationale for
saying, "but the Congolese asked for this," "this is
what the Thai want," or "it was a Peruvian idea-~-they
asked us to do it this way."

We suggest, however, that while it is certainly
appropriate to include persons from the host country
(target system), in the early planning of any such
intervention, it may not be sufficient. Those aspects
of the change system identified by target system
representatives as desirable for their own country
may or may not be so desirable,

International interventions tend to have political
and diplomatic dimensions, as well as assistance
dimensions. The amounts of money, the number of per-
sons going each way, the supplies of equipment or
commodities, and things of that soxt may be governed
by political commitments at home or diplomatic com-
mitments abroad. These may be unrelated to the kinds
of strategic questions we have been discussing above.
As a result, an intervention may be made on a larger
scale, for example, than those professionals who are
involved in designing and implementing its strategy
know is appropriate. However, they are "forced" to
do it on a '"grander" scale because of political or
diplomatic commitments of those who are providing
their resources. Conversely, reduction in the scale
of total intervention--may be caused by shortages in
resources--which may in turn be related to political

considerations at home--or internationally.
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Thus, while it is easy enough to recommend the
strategy of explore and discover rather than the
strategy of technical assistance and institution
building, it would be unfair to judge past efforts at
internationc! intervention on purely professional
merits. When errors have been made in the direction
of too much "packaged" technical assistance or
institutional transfer--~rather than exploration and
discovery--it may well have been based on a political
or diplomatic rationale, quite independent from the

strategy of intervention,
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FOOTNOTES

lFor a comprehensive discussion of some of the
problems of this type of aid giving, see Lester B.
Pearson, Partners in Development (New York: Praeger
Publishers, 1969); John M. Richardson, Jr., Partners
in Development--An Analysis of AID--University
Relations, 1950-1966, MSU Press, East Lansing, 1969;
and the booklet, International Development Assictance--
A Bibliography, The National Association of State
Universities and Land-Grant Colleges, January, 1969.

For a review of the general problem in the so-
called "less-developed world," see Gunnar Myrdal,
Asian Drama, An Inquiry Into the Poverty cf Nations,
Vol. 3 (New York: Pantheon, 1968); Max F. Milliken
and David Hapgood, No Easy Harvest--The Dilemma of
Agriculture in Under Developed Countries (Boston:
Little, Brown and Company, 1967); and Guy Hunter,
Modernizing Peasant Societies: A Comparative Study
in Asia and Africa ((London; New York: Oxford
University Press, 1969); and C. E. Black, The
Dynamics of Modernization--A Study in Comparative
History (New York, Evanston, and London: Harper &
Row Publishers, 1966).

2Robert Redfield, in "The Folk Society,'" The
American Journal of Sociology, Vol. 52 (January,
1947), p. 293, defines a folk society as '"small,
isolate, non-literate, and homogeneous, with a strong
sense of group solidarity."

3Doctrine may be defined for our purposes as "an
expression of what the organization stands for, what
it hopes to achieve, and the styles of action it
intends to use. Doctrine motivates men, and is an
essential characteristic of any institution." Sece
Milton J. Esman and Hans C. Blase, '"Institution
Building Research: The Guiding Concepts," Inter-
University Research Pregram in Institution Building,
University of Pittsburgh, February, 1966, pp. 10-11.
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EDUCATIONAL HISTORY AND NON-FORMAL EDUCATION:
A METHODOLOGICAL STRATEGY

By
Marvin Grandstaff

INTRODUCTION

The introduction of the idea and the facts of
"non-formal education" into discourse about education
and educational planning has a number of interesting
and important consequences. Among those is the
potential of the idea for raising the question of
whether other patterns of education than the familiar
one of schooling can be studied, planned and imple-
mented. We are, to be sure, aware that a great deal
of education takes place outside schools. We may even
be willing to admit that some out-of-school learnings
are equally as important as in-school ones. But, for
the most part, we have dealt with non-school education
through disclaimers. In talking about education and
such topics as the role of education in economic and
cultural development, we start with schools. Then we
may say, 'Of course, schools are not the only educa-
tional agencies," and then return again to our talk of
schools. If someone asks about the educational system
of a nation or a community we take them on a tour of

schools. We do not take them into the homes where
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language acquisition and primary-group socialization
takes place, nor into the streets and countryside
where self-concepts and socio-cultural roles are
acquired and tested, nor into the marketplaces where
censumer skills and attitudes are formed, nor into the
work places where occupational capabilities, class
consciousness and patterns of economic thinking are
formed. We do not take them to playgrounds, union
meetings, shopping centers, cocktail parties, crafts-
men's shops, military installations, farms, factories,
courts of law or the other many places with major,
identifiable, educational dimensions. What th:
elevation of non-formal education to the status of
an object of systematic investigation does is to
require us to take the disclaimer seriously--to remove
the schooling blinders from our educational vision.
One thing that is required for the treatment of
non-formal education is a re-examination of the per-
ennial question of how to study education. Ways of
studying education have to be devised that can
accommodate non-school educational events and processes,
rather than just assigning them to a conceptual limbo
that is vaguely recognized, but not treated theoreti-
cally. The major theoretical perspectives on educa-
tional phenomena are applicable almost exclusively to
schools. Theories of educational administration are
not concerned with choices among different modes of
education but with changing and managing schools.

Educational psychology is, for the most part, the

14
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adaptation of the theories and findings of general
psychology to the special environment of the classroom.
Educational philosophy deals with the clarification of
linguistic formulations that occur with the context of
schooling and with the formulation of systematic
normative views of what schooling should be, while
historical studies deal mainly with the ideas of
normative philosophers of education and with the
historical evolutjion and development of schools and
general types of schooling, along with efforts to
explain schooling types in terms of historical vari-
ables, While these school-centered theories may have
utility and even a high degree cf validity in regard
to the school, they do not necessarily have an auto-
matic transfer to educational contexts other than the
school. To overlook this fact is to dissipate the
"explosive'" potential that the concept of non-formal
education has feor the theoretization of educatien
generally. Furthermore, if the development of study
and practice under the rubric of "non-formal education"
does not proceed from a thoroughly reconsidered con-
ceptual framework, there is a very real probability
that planning and practice in '"non-formal education"
does not proceed from a thoroughly reconsidered con-
ceptual framework, there is a very real probability
that planning and practice in "non-formal education"
will embody the schooling mode as an unexamined
assumption. This seems to happen, for example, when-—

ever some learning, presently located in a non-formal
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arena, is brought forward as an object for organized
and deliberate education. Initial language learning
is a good example in current deliberation about
American education. If the problem is raised in the
absence of a comprehensive conceptualization of educa-
tion, the tendency is to impose a2 schooling structure
on it--to suppose that what we ought to do is to
"teach" initial language in a "pre-school" environment.
The articulation of a way to study education that
has the scope and power to treat the idea of non-formal
education is a complex undertsking--one that has
several possible dimensions and, undoubtedly, a number
of thinkable variants. The present study attempts to
organize the inquiry aleng the lines of a search for
similarities between educational arrangements and
extra-educational variables. This is by no means a
novel approach, nor, until there are specifications of
both a typology of educational arrangements and of the
particular cultural and historical variables to be
examined, does it have much shape. Since the choice
of historical and cultural variables involves primary
strategic decisions, that issue will be treated first.
The choice of variables centers first, on the general
problem of finding a fruitful way to study education
and, second--on a more specific problem--is it
possible, on the basis of an analysis of the cultural
and historical features present in a given case, to
make informed judgments about the relative effective-

ness and appropriateness of locating some educational
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function in one or another possible agency?1 Put
another way, this second problem (which provides the
"practical" dimension of the study) is that of fit
between a particular context (described in cultural
and historical terms) and an array of educational
modalities, in light of some stipulated function or
objective. Given an educational objective, along with
a context--the set of cultural and historical condi-
tions in which it is to be pursued--do similarities
between that context and other historical instances
indicate some superiority for one educational
modality as against others? With those two problems
in mind, let us turn to the question of what supposi-
tions about the study of culture and histcry inform

this analysis.

EDUCATION AS A DEPLNDENT VARIABLE

A first major decision is whether teo treat educa-
tion as reactive or as proactive (or both). There are
major traditions of analysis of both sorts and, in
point of fact, most historical investigations take a
composite view, holding that education is both shaped
by, and acts to shape, other components of culture.
That is probably the view that has the best chance of
doing full justice to the facts and it provides a
useful tool for comprehensive historical explanations.
For example, the labor marketplace influences voca-
tional education and, in turn (especially in times of

labor shortage) the character of vocational education
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has some impact on the labor marketplace. There are
some problems with a composite view however. While it
may supply good historical descriptions and explana-
tions, it does not allow for very clear interpretation
of information for purposes of prediction. "Why"
questions tend to be answered with a not-very-
illuminating, "well, either one or the other or both."
Second, it builds in circularity and an almost
inevitable infinite regress. If we wish to influence
vocational education we should influence the labor
marketplace first, but, on the other hand, if the
labor marketplace is in part a product of vocational
education, perhaps we should begin with vocational
education and so on, ad nauseum. This is a familiar
quandary for educators and it results in part from a
failure to begin with a commitment to taking either

a proactive or a reactive view and following it out

to its investigative limits, in order to see what its
theoretical credentials may turn out to be.

The situation is compounded, at a different level,
by a frequently intense desire on the part of educators
to see their work as formative and proactive. Although
that desire may be rooted in altruism and a commitment
to social activism, it can seriously distort the
effort to attain conceptual clarity. When the self-
concept and ideology of the educator becomes a
significant determinant of conceptualization, the
result is almost sure to be confusion. This comment

is not intended as a plea for a "value free science,"
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but only as an admonition to liberate our methodologi-
cal decision making, to the fullest extent possible,
from the ideologies that bolster our practices.

For reasons that will emerge later in the dis-
cussion, this analysis proceeds on the supposition
that education is almost always reactive. Educational
patterns--their character, their emergence, their
maintenance and their decline--are taken to be the
products of non-educational variables and of changes
in those other variables. In conventional research
terms, educational patterns will be treated as
dependent variables and other components of culture
as independent variables. We will return shortly to
the question of what independent variables are to be

treated and in what fashion.

AN EVOLUTIONARY VIEWPOINT

A second decision involves two dimensiens. First,
shall educational phenomena be treated as isolated in
time or as events in a process. That is, should the
view taken be synchronic (isolated in time) or
diachronic (processual)? This is not a difficult
question here, since historical study is, almost by
definition, a diachronic enterprise. It is not so
much interested in freezing, for inspection, a set of
events or an educational or cultural type, as in
finding processual configurations of which events and
types are parts. The case for diachronic analysis is

strengthened when, as a determinant of assumption
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making, there is some concern with development and
change, such as that posed here by the problem of
locating function. Change, as a process, can best be
approached through understandings of processes.

Once the decision to focus on patterns of process
is made, the second question arises--that of how
process is to be construed., Should the objects of
investigation be regarded as being rather closely
bounded by locale, historical epoch, economic type and
so on, and treated in relational, rather than causal
terms? Or should the components of process be
approached as parts of overarching patterns of high
generality in which causal patterns may be identified?
(In conventional terminclogy, should the approach be
idiographic or nomothetic?) This is a considerably
more difficult issue, and one in which there is con-
siderable merit on both sides. A particularistic
view has the capacity to treat and theoretize highly
precise and detailed data, but it runs the risk of
obscuring or missing general patterns that might
enhance the utility of theoretical formulations,
especially in applications that involve the derivation
of predictions and planning decisions from identified
similarities between present and other known situations.
A general view has the power to reveal and integrate
similarities, but builds in the possibility of over-
looking differences of detail that may influence

comparison-based applications.
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The investigation, while recognizing the merit of
particularistic inquiries, will take a generalist and
causal (nomothetic) posture. The decision is based
partly on the infant character of the study of non-
formal education--general frameworks seem necessary
as a condition of identification of the domain of the
concept--and partly on the inquiry requirements of the
concern for making judgments about the appropriateness
to specific projects of different educational patterns.
The methodological position taken here, as well as the
reasoning behind the position, reflect the formulations
of Marvin Harris. Harris cites, as an advantage of the
nomothetic approach, its adaptability to precisely the
sort of problem that is here termed the problem of
location of function:

As a causal, as well as diachronic and synchronic
model, the economic--structural--ideological con-~
centration provides the basis for stipulating the
more or less durable and influential parts of the
system. This provides, in theory at least, some
prospect of being able to discern degrees of
functional effectiveness or "fit," as between an
innovation and an older element in the system.2
The position taken here is basically an evolu-
tionary one., It takes educational patterns to be
adaptive responses to changing material conditions.
Different educational modalities, then, are the result
of cultural adaptations based in evolutio...ry dynamics.
The evolutionary approach to the study of cultural
phenomena has been argued at length and in detail by

Harris and it is worthwhile to cite some of the main
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conclusions of his analysis here. Following a plea
to regard anthropology as the "science of history,"

he writes:

The burden of my argument is that the basic
principle of a macro-theory of sociocultural
evolution is already known. This is not to
say that it is known in the form that is
familiar to us from physics--as the Newtonian
laws of motion, or as the laws of quantum
mechanics--but rather in a fashion that
closely approximates the kind of principle
that has governed research in evolutionary
biology since the time of Darwin. The kind
of principle to which I refer, in other words,
has its precise analogue in the doctrine of
natural selection. In this analogy, the
meaning of "principle" is not equivalent to
the statement of the specific "laws" of evolu-
tion, but rather to the statement of a basic
research strategy, from the application of
which there is an expectation that a nomo-
thetic causal understanding of sociocultural
phenomena may be achieved.

What we wish to ask, of different educational
modalities, is the question of what the environmental
conditions were to which the modalities were adaptive
responses. Then, given similar environmental condi-
tions, we may predict, or even plan for, the emergence
of similar educational patterns.

It is now possible to locate schooling within a
context of education, broadly conceived. The school
may be regarded as an evolved form that, like any
other form, is a specific adaptation to describable

material conditions.
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There is a necessary caveat, to the effect that
the above formulation is applicable only to "columnar
evolution," in which one stage leads to another.' We
should not neglect interpretations of a "branching"
kind, in which a pattern is an adaptation to a particu-
lar set of circumstances and not a transition to some
further stage., In a general evolutionary scheme,
branching and non-transitional forms are important,
if fcr no other purpose than their capacity to serve
as explanata for the lack of universality in general
evolutionary theories., Efforts must be made, to the
extent possible, to identify forms and stages in terms
of their status as transiticnal states, in order to
clarify general thecry and, at the practical level,
to identify stages that, because they are not transi-
tional, are inappropriate to transition-intending
planning, Still, the main burden of the present
analysis is the examination of the possibility of
formulating an evolutionary theory of educational
forms and the transitional character of educational
patterns will form the central focus.

Another problem that must be addressed in an
evolutionary framework is that of whether evolution
is multilinear or unilinear.® Is there one, or more
than one, identifiable pattern of cultural develop-
ment? In its most basic form this is a statistical
argument and, sumetimes, an argument about statistics.
What is the strength of postulated similarities and

what strength of correlation must be present in order
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to call a correlation a "similarity?" Without
examining that argument at length, this analysis will
accept the hypothesis that cultural evolution is
multilinear, a conclusion that is taken by Harris,
following Steward and Wittfogel. Historically, the
conclusion arises from the failure of attempts to
formulate a single evolutionary scheme that would
adequately account for both the feudal, nucleated and
personalistic cultures of Northern Europe and sub-
Saharan Africa and the centralized, bureaucratic and
communal societies of Asia, Northern Africa and Meso-
America. The work of Steward and Wittfogel, based in
a distinction between the cultural dynamics estab-
lished by hydraulic agriculture in the latter
societies (high population density, centralization

and so on) and those associated with hunting, gathering
and dry-land agriculture in the former (sparse popula-
tion, shifting and dispersed social and political ties
and so on) indicates at least two major patterns which
may, in general, be termed "Eastern" and "Western"

® fThis point, while it remains somewhat

cultures.
controversial, has a substantial weight of evidence

in its support and is an especially important one for
the general problem of planning change and development,
since it raises serious questions about the transfer-
ability to "Eastern" cultures of "Western' practices.
Although the implications of the distinction will not
be a central focus here, it merits recurrent attention

and sustained, intensive analysis.
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With the stipulation that the historical study of
non-formal education should treat education as a
dependent variable within an evolutionary perspective,
it is possible to turn to the question of what sorts

of extra-educational variables may be treated.

TECHNOLOGY AND CULTURE

In searching for the relationship between educa-
tional variables and others, there is a diversity of
possible structures of variables, all of them vested
with at least some plausability and supported by a
number of adherents., It is possible, for example, to
take "personality" as an explanatory base (independent
variable) and evplain all other features of culture as
manifestations of personality. This program,
characteristic of Ruth Benedict and Margaret Mead,
following Franz Boas, finds, in personality, a cause
for economic, social, educational, artistic and other
cultural phenomena. Personality, especially group
personality--"'national character" or "spirit of the
age,' exemplified in Benedict's famous Dionysian and
Appolonian categories of group personality--is the
object of research and theoretization. Attractive as
personality and culture may be, it presents major
problems for an evolutionary perspective, since to
place it in an evolutionary context it is necessary to
ask what evolved personality is--an effort that has
produced a great many stubborn dilemmas and an

enormous amount of silliness. (Indeed, Boas and his
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followers took the turn of denying the validity of an
evolutionary approach to culture, freeing themselves
of the necessity of talking about evolved personality.)
Historical studies provide a range of focusing vari-
ables, from "spirit of the age" types, through aggre-
gate cultural types, such as R. Freeman Butts suggests
when he argues for "civilization building" as an
organizing concept for the comparative and historical
study of education,’ or Turner's familiar fronmtier
hypothesis (which, in its application, is multi-
dimensional, despite a tendency to give priority to an
economic base), to narrowly Marxist economic inter-
pretations.

The perspective of this investigation is chosen
for its compatibility with an evolutionary strategy
and, to a lesser degree, because its explanatory use
seems, consistently, a bit more convincing and par-
simonious than that of other perspectives. The thesis
can be stated fairly simply: cultural phenomena
(including educational ones) can be understood and
explained as consequences of the action of the techno-
economic environment upon social organization and
ideology. Technology, in this case, is intended as
a comprehensive term, rather than in the narrow mean-
ing it sometimes takes--that of sophisticated,
machine-based modes of industrial production. The
use intended here is consistent with that given by

"® or, more recently,

n9

Marx to "modes of production,

to Marshall McLuhan's conception of 'technology.
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In addition to machinery, 'technology' may include the
nature and distribution of wealth (hence, "techno-
economic") and all forms of energy management--agri-
cultural fertilizer and irrigation, road and other
transportation systems, techniques of value and
commodity exchange (markets, money, credit), communi~
cation techniques and so on.

This is nct a novel hypothesis. It is character-
istic of a long tradition in historiography and
anthropology. Harrie, building on the work of Leslie
White and Julien Steward, has provided a recent and
extensive formulation of the view that technology,
broadly construed, is a powerful tool for the explana-
tion of culture. Harris casts his approach as a
reformulation of White's 'Basic Law of Evolution."
That '"law," as set out by White, says:

Other factors remaining constant, culture
evolves as the amount of energy harnessed
per capita per year is increased, or as the
efficiency of the means of putting the
energy to work is increased.

Harris reformulates White in the following way:

It is this reformulation which actually deserves
our greatest attention, recause it amounts to
nothing less than a statement of the research
strategy through which one proposes to arrive

at the formulation of the most productive
statements of diachronic and synchronic regu-
larities. This is the strategy which often
reluctantly acknowledges its debt to Marx:

The most powerful generalizations about history
are to be found by studying the relationship
between the qualitative and quantitative aspects
of culture energy systems as the independent
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variables and the quantitative and qualitative
aspects of the other domains of sociocultural
phenomena as the dependent ones. It needs to
be emphasized in this context that the meta-
generalization embodied in the cultural-
materialist research strategy is fully analogous
to and at least as well vindicated by specific
cases as the vaunted "grinciple cf natural
selection" in biology. !

It should be noted here that a second element of
Harris' research strategy--the formulation of preposi-
tions about the cultural impact of technological condi-
tions into statements of covariance that can be tested
statistically--will not be developed in this analysis.
This is not because the construction of covariance
comparisons is not important--it most assuredly is--
but because the data for such studies is not available
to this study. What will be attempted here is a
general inspection of educational modalities in terms
of the techno-economic variables along with a cluster
of analyses of specific educational problems and con-
texts conducted in techno-economic terms.

TECHNOLOGY, SOCIAL ORGANIZATION
AND IDEOLOGY

If technology is taken as the primary determinant
of culture, where, in general, shall we look for its
effects? More specifically, is there a way of
organizing the diverse data that constitute '"culture"
that will allow for a systematic inspection of the
effects of techno-economic orders? A general conven-
tion has characterized the work of White, Steward and
others in their tradition--the tradition that Harris
28
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calls "cultural materialism." That convention divides
the whole of culture into three broad categories--
technology, social organization and ideology.12
"Technology" is, as already noted, a covering concept
for material conditions. "Social organization"
covers networks of formal and informal relationships
bet "een individuals and groups, relations of super-
and sub-ordination, obligation and reciprocity and

o on. On a cultural-materialist view, these rela-
tions emerge as a methodology for the successful
accomplishment of techno-economic imperatives.

Kinship systems, governments, caste systems and social
class systems provide examples of social organization.
Finally, ways of organizing for techno-economic
purposes are abstracted and shaped into myth, ritual,
tradition and psychological configurations ("person-
ality"). This is the realm of ideology and in it are
located many of the data in which historians and
cultural anthropologists are most interested. The
cultural materialist posture regards alterations of
material, techno-economic conditions as the primary

change models.

THREE MODELS OF CHANGE

Although the emphasis in this study is on the
relationship between techno-eccnomic variables and
educational patterns, and although evolutionary
patterns are held to be based in technology, it may be
worthwhile to discuss briefly the problem of con-
ceptualizing change in light of the technology~
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organization-ideology categorization. It is
theoretically possible to construct the change

process in terms of an intervention at any one of the
three postulated levels. Thus, one might attack
problems of a techno-economic sort through attempts

to change ideology. This is a fairly familiar
doctrine, often phrased as "in order to change (x)

we must first change the minds of men." It is
especially familiar to educators, since schools are
frequently charged to work ideological changes that
are supposed to secure at least eventually, al-

tered material conditions. An excellent historical
example of the adoption of an ideological change

model is to be found in the Progressive movement in
American education. (The currently fashionable 'Human
Potential Movement' has much the same assumption in
regard to change as did Progressive education, as well
as a number of common textural elements.) Although
Progressivism had a number of dimensions, several of
them techno-economic in character, education was one
of the most popular vehicles for the reform effort,
especially in the case of John Dewey and Deweyians
such as Harold Rugg, William Heard Kilpatrick and John
Childs. The Progressives sought to alter what they
saw to be the evils of unfettered industrial capitalism
by devising educational techniques for the accomplish-
ment of a more egalitarian, 'democratic" ideology.
There is a fairly extensive consensus, much of it

centering around the analysis of Progressivism given
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by Lawrence Cremin,!? that that effort failed. The
Precise reason for the failure is not so important
as the hard fact that that fairly massive attempt to
obtain reform through an ideological model had very
little consequence, either in education or the wider
society.

It is also possible to model change at the level
of social organization. The operating premise is to
the effect that, if social arrangements are altered,
charges will occur in both the techno-economic and
ideological spheres. This is the working premise,
at least covertly, of a great many cases of attempts
to initiate change. The idea of the common school is
firmly rooted in the nctiocn that a forced change
toward an egalitarian educztional form will, more or
less automatically, produce both a transformation of
"national character" in an egalitarian direction and
important changes in the base of economic and occupa-
tional distribution. Racial integration of schocels,
as a special sub-case of the common school strategy,
is another excellent example. A social-organizational
model of change is deeply embedded--at a near-mythic
level--in the ideological tradition of liberalism,
International assistance, too, frequently has locked
as if it were based on the assumption that the intro-
duction of social organizational patterns character-
istic of advanced cultures will somehow contribute
importantly to the alteration of the economic base

toward "modernity" and industrialization. The track
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record of attempts to foster change through an
organizational model--one is tempted to call it anm
administrative model, since there seems to be a
powerful impetus for administrators to respond to
problems by changing the organizational flow chart--
is, at very best, mixed. At worst--as, for example,
in Christopher Jencks' recent evaluation of the
results of the common school ideal“--the results are
almost utterly discouraging.

Ideological and social-organizational forms may
be regarded as secondary models of change. The fruit-
fulness of both forms may be subjected to serious
question, although there is probably inadequate evi-
dence to reject changes worked through secondary
mechanisms. Even so, a great deal of dissatisfaction
with conventional secondary models, such as ideclogi-
cal schooling and political reform, seems rooted in a
questioning of the capacity of secondary measures to
accomplish changes in the techno-economic sector.
Balanced against that is the accumulating evidence,
discussed at length by Harris,15 in support of the
cultural-materialist model. Without denying entirely
the viability of secondary models, the main focus of
these remarks will be on the previously discussed
process, in which changes in techno~economic arrange-
ments generate changes, first at the level of social

organization and, second, at the level of ideology.
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ENERGY AND ITS MANAGEMENT

It is possible to construct a cultural typology
on the basis of energy present within a system,
Energy, however, is an extremely abstract concept, and
one that embraces a very wide range of phenomena. It
becomes necessary to operationalize the concept in some
way that preserves a degree of generality but provides
a mere cencrete object of inspection., Eric Wolf, in
his work on peasant societies, has used the notion of
"fund" in a way that seems to coincide, roughly, with
White's notion of "energy."!'® For peasant societies,
Wolf distinguishes three orders of funds: replacement
funds--those used to maintain a given level of sub-
sistence; rent funds--those funds paid over to land-
holders for the use of land; and ceremonial funds--
those expended for ceremonial purposes--in peasant
societies, a primary mechanism for maintaining the
economic equality upon which the system of mutual aid,
necessary to the success of peasant agriculture
depends. It is also possible to identify two other
orders of funds present in systems having large
energy compeonents: investment funds--those that are
erpended in order to increasc the size of the energy
component in the system and surplus funds--those which
are expended in "leisure" or "luxury" commodities. On
this general view, "funds" may be regarded as
abstracted energy and money as "symbolized" or

"stored" energy.
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Social units, then, can be characterized in terms
of the kind and degree of funds available. In some
societies only replacement funds are available--in
general, the societies we might term "primitive." In
other cases, as Wolf shows, possible funds are
exhausted in replacement, rent and ceremony, leaving
nothing for either investment or surplus. Finally, a
society may have substantial quantities of investment
funds. (Because surplus funds are a minor variable
in most societies and because they pose special prob-
lems of analysis, they will not be given further con-
sideration here.) In the peasant case, the rent~-
taking element of the total society has, of course,
funds for investment and even surplus. The relation-
ship between peasantries and rent-takers is, for
Wolf, the crucial feature of cultures that might be
called "peasant sovcieties." This simplified scheme,
especially the characterization of societies in terms
of their investment potential, is a staple of analysis
for economists.

The continuum running from a balance between
available energy and immediate consumption (replace-
ment funds only) to societies in which investment
funds are adequate to sustain regular expansion of
the energy component may be divided, first, into
extreme categories, such as "primitive" and "modern."
It is also helpfvl, and consistent with several con-
ventions of cultural, economic and historical studies,

to introduce an intermediary position--one in which
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there are funds above the replacement level but not
adequate to reach an investment level capable of
sustaining consistent energy growth. That situation--
which obtains in most of the world outside of Europe
and North America--may be called "traditional."

The conventional division of societies into
primitive, traditional and modern, is, in these terms,
a division based directly upon funds and, through
funds, on the energy variable. The categorization of
social units--nations, regions, and so on--according
to the state of funds is a fairly difficult, but not
impossible task. For a further parameter of categori-
zation, let us look at another dimension of energy
management that is closely related to the continuum
of funds,

As energy increases, and as it is abstracted,
there seems to be a strong correlation with cultural
differentiation. Specialization emerges, between
individuals, between social grcups and betwzen dif-
ferent dimensions of an individual's life activities.
The concept of differentiation is now a commonplace
of historical and cultural research, Like funds,
differentiation yields fairly readily to inspection
and even quantification and it fits well with con-
ventional primitive-traditional-modern typology.
Primitive societies display little differentiation in
either the intra-individual, inter-individual (intra-
group) or inter-group realms, while modern societies
show substantial differentiation in the more modern,

urban sector.
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It should be possible, at least for purposes of
gross historical investigation, to use the variables
of funds and differentiation in order to characterize
societies as primitive, modern and traditional in
order to have a typology within which educational

patterns can be located and analyzed.

EDUCATIONAL TYPOLOGY

It is now possible to begin the business of
shaping an educational typology that can accommodate
the conceptual demands of talking about 'non-formal
education." We may construct a three-by-three matrix
around the three dimensions of culture: techno-
economic, social organization and ideology and the
primitive-traditional~modern typology. Then, if
education is seen as a pervasive activity, we could
talk about "techno-economic education in traditional
societies," ideological education in modern societies"
and so on. This would be adequate if it could be
shown that educational forms coincided with categories
in that matrix--if, for example, schooling was the
characteristic modality of one, two, or three of the
categories and not of any other. Unfortunately, even
a fairly cursory inspection of the cultural typology
raises serious doubts about there being strong correla-
tions between the cultural categories and educational
modes. An additional element seems to be called for.

One way of providing further structure lies in

adding, as a third dimension to the typology, a
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conventional taxonomy of educational activities--omne
that, sooner or later, finds its way into almost all
taxonomic discussion of education. The terminology
used here is "enculturatiom," "skill transfer" and
"knowledge transfer." This taxonomy, deliberately
cast as a set of transactions, rather than in content
or learning terms, is roughly analogous to such
categorizations as Benjamin Bloom's well-known
"taxonomy of educaticnal objectives" (affective,
psychomotor and cognitive domains) and Wallace's
division of the "matter of learning" into "technic,

"7 The formulation given

morality and intellect.
here differs from similar taxonomies not so much in
terms of what scrts of things are placed in the
categories—-they are pretty much the same in that
respect--as in the way in which categorized phenomena
are modeled. The preference here is for a modeling
that centers on identifiable and describable trans-
actions, involving learners and transfer agents in

a situation, rather than unidimensional concept (e.g.,
objectives) or internal states of learners (e.g.,
values or affects). Let us look a little more
closely at these categories and then place them in

conjunction with the cultural typolc¢ . already

developed.

ENCULTURATION
"Enculturation" is intended here as a rather
broad construct, naming the transactions by means of

which people acquire characteristic, '"modal" or
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"habitual" patterns of psychological organization and
behavior. This general construction takes no notice
of differences between types of transfer agents in the
transaction and, in these terms, "enculturation" is
meant to subsume, rather than to contrast with the
conventional concepts of "acculturation" and "socializa-
tion," since those contrasts are based in distinctionms
among transfer agents. The enculturation transaction
is a c¢overing term for the transfer of the sorts of
learning matter that are sometimes termed "attitudes"
and "values." Among the matters that fall under the
head of enculturation are habits and patterns of per-
ception, modes of ratiocination, structural relation-
ships between the individual and the social and
physical world, accreted and culturally stable
"meanings" and so on. In a sense, enculturation is
the total set of transactions by means of which a

person is “"given his world."

SKILL TRANSFER

As enculturation provides a person with a world,
skill transfers are transactions in which he learns to
act in the world he is given. He learns to act
linguistically, socially, physically, occupationally,
politically and so on. Skill, like enculturation, is
intended broadly, in order to cover all of those cases
in which a transaction results directly in a capability
to shape and manipulate the material conditions of

environment.
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KNOWLEDGE TRANSFER J
Finally, we need a category to summiyize trans-

actions in which a person comes to compyehend his

world. It is, perhaps, a little misléading to call

' gince it does not violate

this "knowledge transfer,'
ordinary usages of "knowledge'" to say that a person
"knows'" as a consequence of both enculturation and
skill transfer. Still, there is a sense in which we
want to reserve "know" for a special state in which
one "understands" or ‘'really knows'" in virtue of his
cdomprehension of the matters of his world. A child
learns how to speak (skill transfer) and acquires a
world view from the structure of the language he
uses (enculturation), but we are tempted tc say that
he "really knows" language only when he is able to
form statements about language--its structure,
definitions and so on. Similarly, we commonly make
a distinction between reading skill and reading com-
prehension. 'He reads fairly well (skill) but he
doesn't know what he is reading (knowledge)." How-
ever fuzzy the precise point of delineation may be
between skill and knowledge or between enculturation
and knowledge, the distinction is a staple of our
discourse about education and in reasonably clear-
cut cases it provides an adequate tool for crude

typing of educational phenomena.
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A COMPLEX TYPOLOGY

We can now formulate a complex typology of educa-
tional events by lining out three types of education
for each of the nine elements of the cultural typology,
i.e., "techno-economic enculturation in primitive
cultures," "ecchno-economic skill tramsfer in tradi-
tional cultures" and so on. Further expansion of the
typology is possible by identifying main sub-varieties
under each of the three educational categories (or
under the development stages of the cultural typology,
as for example, Wolf's sub-divisions of peasant 4
Yecotypes").!® One might, for example, divide
enculturation into perception, cognition and self-
identification and then speak about ''cognitive aspects
of social-organizational enculturation in modern
cultures" or some such formulation. Obviously, such
a complex typology is far too cumbersome for full
treatment in a limited analysis. It should, however,
provide a comprehensive framework for the systematic
theoretization of education. A synchronically con-
structed "anthropology of education' might adopt, as
a general developmental strategy, the elaboration of
a complex typology and the systematic study of the
many types, in terms of a standard set of variables,
such as learner, transfer agent, subject matter,
reward system and so on, taking each component of the
typology as a "system,'" and endeavoring to see how
each system "works." Such an enterprise might, in

turn, identify general configurations or "ways in
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which systems work," permitting a contraction of the
conceptualization into a more manageable general
theory of educational transactions. Attractive as
that enterprise may be, it is outside the scope and
intent of this effort, since the object here is the
historical development of educational patterns and
not their detailed characterization.

The diachronic study suggested by the typology
involves the inspection of variations in the categories
formed by the conjunction of cultural realms (techno-
economic-social-ideological) and the educational
types (enculturation-skill transfer-knowledge transfer)
between evolutionary stages (primitive-traditional-
modern). With that as a general program, we might
isolate specific studies such as "a comparative study
of ideological knowledge transfer in primitive, tra-
ditional and modern cultures." This would provide a
nine-part structure of analysis--a format for what
might be termed a 'cultural history of education."

Another possibility would involve tracing the
impact of a material change--the introduction of a
new crop or a road system, for example, through the
social organizational and ideological realms, with
special attention to changes in one or more educa-
tional domains, e.g., "a comparative study of
ideological education in systems with and without all-
weather, arterial highway systems." Eventually, a
more sophisticated sort of study might be possible

utilizing statistical methods, e.g., "covariance
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between educational specialization and economic differ-
entiation." While neither the time nor the data for
the accomplishment of such a rather grandiose program
is available, it does provide a kind of "grand design"
for the structuring of the effort and data that can be
utilized.

NON-FORMAL EDUCATION

Now, what (if anything) can be said about the
concept of non-formal education in terms of the fore-
going discussion? The formative role of that con-
ception in this analysis has already been discussed,
and that is the imperative it poses for a much broader
conceptualization of education. While the power of
non-formal education to serve as the foundation for a
critique and reformulation of our study of education
is considerable, it turns out that, in acting on that
imperative, the concept of non-formal education itself
tends to disappear, since the concept is an ambiguous
and multi-dimensional way of introducing fairly crude
distinctions among several different orders of educa-
tional arrangements. An inspection of the typology
does not seem to reveal any categories in which 'non-
formal education" seems to be more heavily concen-
trated than "formal" or vice versa, with the important
exception of the greater incidence, scope and multi-
functionality of schooling in modern as against
primitive and traditional societies. Given that, it

is probable that an understanding of "non-formal
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education" will have to be based on a diachronic view.
In terms used here, the articulation of the formal-
non-formal distinction is a task for "cultural history
of education" rather than for "anthropology of educa-
tion." Such an articulation, if it were to turn out
to be a reasonable enterprise, would have to depend
on a fairly well-developed body of analysis and, for
now, the question of what non-formal education "really
is" will be placed in abeyance. It is replaced with
a more refined and typeclogically useful conceptual
gtructure. This is not necessarily an unfortunate
outcome, since it is one way of avoiding the pitfalls
of having a rubric--"non-formal education"--that,
because it subsumes too much, has little discriminatory
powver and, thus, limited descriptive or theoretical
utility,

0f course, this does not mean that we should
immediately drop the formal-non-formal distinccion
from our vocabulary. What it does suggest is that, in
specific instances of its use, care should be taken to
say what, in that particular context, the term is
intended to name. If that is done, the distinction
can still have considerable force, especially when
the context of discourse is some concrete dimension
of educational practice--i.e., administrative arrange-
ments, sponsorship, learning situation design and so
on. If, however, the focus of an effort is to exploit
the explosive potential of the distinction for the

conceptualization of education generally, the
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character of the distinction itself should be regarded
as problematic, at least until the inquiry it initiates

has run a substantial portion of its course.
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