
CULTURAL TRANSMISSION MODELS:
COMPARISONS AND ANALYSES

Item Type text; Dissertation-Reproduction (electronic)

Authors Thompson, Larry Cole

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 26/05/2023 10:16:55

Link to Item http://hdl.handle.net/10150/290485

http://hdl.handle.net/10150/290485


INFORMATION TO USERS 

This was produced from a copy of a document sent to us for microfilming. While the 
most advanced technological means to photograph and reproduce this document 
have been used, the quality is heavily dependent upon the quality of the material 
submitted. 

The following explanation of techniques is provided to help you understand 
markings or notations which may appear on this reproduction. 

1.The sign or "target" for pages apparently lacking from the document 
photographed is "Missing Page(s)". If it was possible to obtain the missing 
page(s) or section, they are spliced into the film along with adjacent pages. 
This may have necessitated cutting through an image and duplicating 
adjacent pages to assure you of complete continuity. 

2. When an image on the film is obliterated with a round black mark it is an 
indication that the film inspector noticed either blurred copy because of 
movement during exposure, or duplicate copy. Unless we meant to delete 
copyrighted materials that should not have been filmed, you will find a 
good image of the page in the adjacent frame. 

3. When a map, drawing or chart, etc., is part of the material being photo
graphed the photographer has followed a definite method in "sectioning" 
the material. It is customary to begin filming at the upper left hand corner 
of a large sheet and to continue from left to right in equal sections with 
small overlaps. If necessary, sectioning is continued again—beginning 
below the first row and continuing on until complete. 

4. For any illustrations that cannot be reproduced satisfactorily by 
xerography, photographic prints can be purchased at additional cost and 
tipped into your xerographic copy. Requests can be made to our 
Dissertations Customer Services Department. 

5. Some pages in any document may have indistinct print. In all cases we 
have filmed the best available copy. 

University 
Microfilms 

International 
300 N. ZEEB ROAD, ANN ARBOR, Ml 48106 
18 BEDFORD ROW, LONDON WC1 R 4EJ, ENGLAND 



7916867 

THOMPSON, LARRY COLE 
CULTURAL TRANSMISSION MODELS: COMPARISONS 
AND ANALYSES. 

THE UNIVERSITY OF ARIZONA, PH.D., 1979 

University 
Microfilms 

International 300 n. zeeb road, ann arbor, mi 48io6 



PLEASE NOTE: 

In all cases this material has been filmed in the best possible 
way from the available copy. Problems encountered with this 
document have been Identified here with a check mark . 

1. Glossy photographs _______ 

2. Colored illustrations 

3. Photographs with dark background 

4. Illustrations are poor copy 

5. Print shows through as there is text on both sides of page 

6. Indistinct, broken or small print on several pages throughout 

7. Tightly bound copy with print lost in spine 

8. Computer printout pages with indistinct print 

9. Page(s) lacking when material received, and not available 
from school or author 

10. Page(s) seem to be missing in numbering only as text 
follows 

11. Poor carbon copy 

12. Not original copy, several pages with blurred type 

13. Appendix pages are poor copy 

14. Original copy with light type 

15. Curling and wrinkled pages 

16. Other 

University 
Microfilms 

International 
300 N. ZEEB RD.. ANN ARBOR. Ml 48106 '313) 761-4700 



CULTURAL TRANSMISSION MODELS: 

COMPARISONS AND ANALYSES 

by 

Larry Cole Thompson 

A Dissertation Submitted to the Faculty of the 

DEPARTMENT OF EDUCATIONAL FOUNDATIONS AND ADMINISTRATION 

In Partial Fulfillment of the Requirements 
For the Degree of 

DOCTOR OF PHILOSOPHY 
WITH A MAJOR IN FOUNDATIONS IN EDUCATION 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

19 7 9 



THE UNIVERSITY OF ARIZONA 
GRADUATE COLLEGE 

I hereby recommend that this dissertation prepared under my direction 

by Larry Cole Thompson 

entitled CULTURAL TRANSMISSION MODELS; COMPARISONS AND ANALYSES 

be accepted as fulfilling the dissertation requirement for the Degree 

of Doctor of Philosophy . 

X 
Jisk̂ irtation" Director Date 

II 

As members of the Final Examination Committee, we certify that we have 

read this dissertation and agree that it may be presented for final 

defense. 

vt i 
Date 

Date 

Date 

Date 

Date 

Final approval and acceptance of this dissertation is contingent on the 
candidate's adequate performance and defense thereof at the final oral 
examination. 

11/78 



STATEMENT BY AUTHOR 

This dissertation has been submitted in partial fulfillment of 
requirements for an advanced degree at The University of Arizona and 
is deposited in the University Library to be made available to bor
rowers under rules of the Library. 

Brief quotations from this dissertation are allowable without 
special permission, provided that accurate acknowledgment of source 
is made. Requests for permission for extended quotation from or 
reproduction of this manuscript in whole or in part may be granted by 
the head of the major department or the Dean of the Graduate College 
when in his judgment the proposed use of the material is in the 
interests of scholarship. In all other instances, however, permission 
must be obtained from the author. 

SIGNED: 



ACKNOWLEDGMENTS 

With sincere appreciation, I wish to acknowledge all of those 

individuals who have contributed so much of their time and effort 

during the course of the research and writing of this manuscript. 

Chief among these contributors, and first in my heart, is my wife, Dr. 

Joan W. Thompson, without whose support and encouragement this dis

sertation would not have been completed. My son, Cole, is also to be 

commended for a degree of understanding and assistance far beyond his 

years. 

To the members of the dissertation committee, I wish to express 

openly my admiration and gratitude—Dr. John H. Chilcott, Dr. Stephen 

M. Yulish, and Dr. T. Frank Saunders. A special commendation is 

extended to the dissertation director, Dr. John H. Chilcott, and his 

wife, Jane. Their aid, and perhaps more importantly, their encourage

ment and friendship, were instrumental in bringing this project to 

completion. 

A word of thanks is extended to my colleagues on the faculty of 

Pima Community College, with special acknowledgment to Pam Barnes for 

her comments and support. I appreciate the aid of Peggy Holleman and 

David Buus of the library of Pima Community College, and the assistance 

of the staff of the Arizona State Museum's library, particularly Daphne 

H. Scott. My thanks go also to the staff and administration of the 

main library of The University of Arizona, particularly for the use of 

a carrel during this period. 

iii 



iv 

Mrs. Lucille Downey is to be commended not only for her efforts 

as typist of this dissertation, but also for her advice and support. 

Thanks go as well to the illustrator of many of the figures included in 

this study, Mary Ann O'Donnell, of the Office of Arid Lands Studies of 

The University of Arizona. 



TABLE OF CONTENTS 

Page 

LIST OF TABLES ix 

LIST OF ILLUSTRATIONS xi 

ABSTRACT xii 

1. INTRODUCTION 1 

Background of the Study 1 
Statement of the Problem 2 

Significance of the Study 3 
The Research Methodology 5 
The Data 6 
Limitations 7 
Summary . . 7 

2. REVIEW OF THE LITERATURE ON MODELS OF 
CULTURAL TRANSMISSION 12 

Summary . . 49 

3. THE FORMULATION OF A MATRIX FOR EXAMINING CULTURAL 
TRANSMISSION MODELS 54 

Development of the Minimum Categories Necessary for 
a Rigorous Study of Cultural Transmission .. 54 
Participants 55 
Content 55 
Location ...... 55 
Chronology 55 
Process 56 
Function 56 
Range 57 
S c o p e  . . . . . . . . . . .  5 7  

Development of the Minimum Categories Necessary 
for a Rigorous Model ......... 59 
Isomorphic Models 59 
Formal/Mathematical Models 60 
Semantical Models ..... 60 
Heuristic Models 61 

Theoretical Orientations 62 
Functionalism 64 
Cultural Ecology ..... 67 

v 



vi 

TABLE OF CONTENTS--Continued 

Page 

Ethno-science 68 
Symbolic Interactionism ..... 70 

Selection of Criteria for Evaluating Categories and 
Formation of Matrix for Examining Cultural 
Transmission Models 72 
Determination of Standards of Rigor for 
Each Category 74 

Summary 77 

4. A COMPARISON AND ANALYSIS OF CULTURAL TRANSMISSION MODELS . . 80 

Critique of Fortes's "Synoptic Chart of 
Educational Development" 81 
Category: Participants—Evaluation: Satisfactory . 81 
Category: Content—Evaluation: Satisfactory .... 81 
Category: Location—Evaluation: Satisfactory ... 83 
Category: Chronology—Evaluation: Satisfactory . . 84 
Category: Process—Evaluation: Satisfactory .... 84 
Category: Function—Evaluation: Unsatisfactory . . 87 
Category: Range—Evaluation: Unsatisfactory .... 88 
Category: Scope—Evaluation: Satisfactory 89 
Category: Theoretical Orientation— 
Evaluation: Satisfactory 90 

Category: Status—Evaluation: Unsatisfactory ... 91 
Summary 91 

Critique of Henry's "Cross-Cultural Outline 
of Education" ..... ......... 93 
Category: Participants—Evaluation: Satisfactory . 93 
Category: Content—Evaluation: Satisfactory .... 94 
Category: Location—Evaluation: Satisfactory ... 95 
Category: Chronology—Evaluation: Satisfactory . . 96 
Category: Process—Evaluation: Satisfactory .... 97 
Category: Function—Evaluation: Satisfactory ... 100 
Category: Range—Evaluation: Satisfactory 101 
Category: Scope—Evaluation: Unsatisfactory .... 102 
Category: Theoretical Orientation-
Evaluation: Unsatisfactory 103 

Category: Status—Evaluation: Unsatisfactory . . . 105 
Summary 105 

Critique of the Field Guide for a Study of 
Socialization by John Whiting etal 107 
Category: Participants—Evaluation: Satisfactory . 107 
Category: Content—Evaluation: Satisfactory .... 107 
Category: Location—Evaluation: Satisfactory ... 108 
Category: Chronology—Evaluation: Satisfactory . . 109 



vii 

TABLE OF CONTENTS—Continued 

Page 

Category: Process—Evaluation: Satisfactory .... 109 
Category: Function—Evaluation: Satisfactory ... 110 
Category: Range—Evaluation: Unsatisfactory .... 110 
Category: Scope—Evaluation: Unsatisfactory .... Ill 
Category: Theoretical Orientation-
Evaluation: Satisfactory Ill 

Category: Status—Evaluation: Satisfactory .... 112 
Summary 112 

Critique of Beals et al.'s "Cultural 
Compression and Discontinuity" Model 113 
Category: Participants—Evaluation: Satisfactory . 113 
Category: Content—Evaluation: Satisfactory .... 113 
Category: Location—Evaluation: Satisfactory ... 115 
Category: Chronology—Evaluation: Satisfactory . . 115 
Category: Process—Evaluation: Satisfactory .... 116 
Category: Function—Evaluation: Satisfactory ... 117 
Category: Range—Evaluation: Satisfactory 118 
Category: Scope—Evaluation: Satisfactory 119 
Category: Theoretical Orientation— 
Evaluation: Satisfactory ... 120 

Category: Status—Evaluation: Unsatisfactory ... 120 
S u m m a r y  . . . . . . . . . . . . . . . . . . . . . . .  1 2 1  

Critique of George and Louise Spindler's 
"Instrumental Activities Inventory" .... 121 
Category: Participants—Evaluation: Satisfactory . 121 
Category: Content—Evaluation: Satisfactory .... 123 
Category: Location—Evaluation: Unsatisfactory . . 123 
Category: Chronology—Evaluation: Unsatisfactory . 123 
Category: Process—Evaluation: Satisfactory .... 124 
Category: Function—Evaluation: Satisfactory ... 125 ^ 
Category: Range—Evaluation: Satisfactory 126 
Category: Scope—Evaluation: Satisfactory 126 
Category: Theoretical Orientation— 
Evaluation: Satisfactory .. 126 

Category: Status—Evaluation: Unsatisfactory ... 127 
Summary 129 

Critique of Siegel's Models for the Analysis of 
the Educative Process 129 
Category: Participants—Evaluation: Unsatisfactory 129 
Category: Content—Evaluation: Unsatisfactory ... 129 
Category: Location—Evaluation: Unsatisfactory . . 131 
Category: Chronology—Evaluation: Unsatisfactory . 131 
Category: Process—Evaluation: Satisfactory .... 132 
Category: Function—Evaluation: Satisfactory ... 133 
Category: Range—Evaluation: Unsatisfactory .... 133 



viii 

TABLE OF CONTENTS—Continued 

Page 

Category: Scope—Evaluation: Unsatisfactory .... 133 
Category: Theoretical Orientation— 
Evaluation: Satisfactory . 134 

Category: Status—Evaluation: Satisfactory .... 135 
Summary 136 

Critique of Gearing's "General Cultural Theory 
of Education" 136 
Category: Participants—Evaluation: Satisfactory . 136 
Category: Content—Evaluation: Satisfactory .... 138 
Category: Location—Evaluation: Satisfactory ... 138 
Category: Chronology—Evaluation: Satisfactory . . 138 
Category: Process—Evaluation: Satisfactory .... 139 
Category: Function—Evaluation: Satisfactory ... 140 
Category: Range—Evaluation: Satisfactory ..... 141 
Category: Scope—Evaluation: Satisfactory 141 
Category: Theoretical Orientation— 
Evaluation: Satisfactory .... 142 

Category: Status—Evaluation: Unsatisfactory ... 144 
Summary 144 

Critique of Dobbert's "Systems Model" 146 
Category: Participants—Evaluation: Satisfactory . 146 
Category: Content—Evaluation: Satisfactory .... 146 
Category: Location—Evaluation: Satisfactory ... 146 
Category: Chronology—Evaluation: Satisfactory . . 146 
Category: Process—Evaluation: Satisfactory .... 147 
Category: Function—Evaluation: Satisfactory ... 147 
Category: Range—Evaluation: Satisfactory 148 
Category: Scope—Evaluation: Satisfactory 148 
Category: Theoretical Orientation— 
Evaluation: Satisfactory 149 

Category: Status—Evaluation: Satisfactory .... 150 
Summary 151 

Summary 152 

5. SUMMARY, CONCLUSIONS, RECOMMENDATIONS . . 154 

S u m m a r y  . . . . . . . . . .  1 5 4  
Conclusions 173 
Recommendations 181 

SELECTED BIBLIOGRAPHY 186 



LIST OF TABLES 

Table Page 

1. Synoptic Chart of Educational Development ......... 17 

2. Summary of Review of Models by Category 50 

3. Types of Models 63 

4. A Fourfold Classification of Theoretical Orientations 
Utilized in Anthropology and Education ......... 65 

5. A Matrix for Examining Cultural Transmission Models .... 75 

6. A Matrix for Examining Cultural Transmission Models 
including Standards of Rigor 78 

7. Summation of Fortes Critique 92 

8. Summation of Henry Critique 106 

9. Summation of Whiting et al. Critique 114 

10. Summation of Beals et al. Critique 122 

11. Summation of Spindler and Spindler Critique ........ 130 

12. Summation of Siegel Critique 137 

13. Summation of Gearing Critique 145 

14. Summation of Dobbert Critique 151 

15. Summary of Critiques 153 

16. Summary of Approaches to the Standard of Rigor for 
the Participants Category 156 

17. Summary of Approaches to the Standard of Rigor for 
the Content Category 157 

18. Summary of Approaches to the Standard of Rigor for 
the Location Category 159 

19. Summary of Approaches to the Standard of Rigor for 
the Chronology Category 160 

ix 



X 

LIST OF TABLES—Continued 

Table Page 

20. Summary of Approaches to the Standard of Rigor for 
the Process Category 162 

21. Summary of Approaches to the Standard of Rigor for 
the Function Category 163 

22. Summary of Approaches to the Standard of Rigor for 
the Range Category 165 

23. Summary of Approaches to the Standard of Rigor for 
the Scope Category 166 

24. Summary of Approaches to the Standard of Rigor for 
the Theoretical Orientation Category 168 

25. Summary of Approaches to the Standard of Rigor for 
the Status Category 169 

26. Tabulation of "Satisfactory's" and "Unsatisfactory1s" ... 171 

27. Tabulation of Substantive, Theoretical, and 
Purposive Criteria 174 

28. Tabulation of Criteria by Code, Description, and Study ... 175 

29. Typology of Selected Studies by Theoretical Orientation . . 179 



LIST OF ILLUSTRATIONS 

Figure Page 

1. Relationships between Cultural Transmission and 
Allied Concepts 10 

2. The Relation of Personality to Culture 23 

3. Diagram Illustrating Possible Cultural 
Compression/Discontinuity Sequence .... 28 

4. Information Sharing in Nonliterate Societies ....... 33 

5. Information Sharing in Industrial Societies 33 

6. Acculturative Factors Affecting the Transmission of 
Cultural Materials in the School System 36 

7. Channels through which Explicit Culture Reaches the Child . 38 

8. Idealized Information Process in the School 4-0 

9. Two-Party Transactions with Multiple Audience 44 

10. Two-Party Transaction with Single Audience 44 

11. The Human Adaptive System 46 

12. A General Theory of Cultural Transmission 48 

13. Generation of Standard of Rigor for Each Category 76 

14. Criteria Assigned to Facets of Componential 
Analysis Cube 176 

15. Facets Combined to Form Componential Analysis Cube .... 177 

16. Cultural Transmission Studies assigned to Relative 
Positions on Componential Analysis Cube 178 

xi 



ABSTRACT 

Models of the cultural transmission process have figured promi

nently in the literature of the relatively young field of study known 

as "Anthropology and Education." However, there seems to be no con

sensus as to what is meant by the term "model" and what should be 

included in an examination of cultural transmission. The purpose of 

this inquiry was to construct or adapt a theoretical matrix which would 

serve as a pattern for respectability and rigor in the use of cultural 

transmission models. Further, it was the intent of this study to 

utilize this theoretical matrix for a comparison and analysis of 

models which were intended as ways of exploring theories of cultural 

transmission. 

This inquiry was pursued through the examination of the follow

ing questions: 1) What cultural transmission "models" have been used 

in anthropology and education; 2) What are the minimum categories 

necessary for a rigorous study of cultural transmission; 3) What are 

the minimum categories necessary for a rigorous model; 4) Can these 

categories be combined to form the minimum categories necessary for a 

rigorous cultural transmission model; and 5) Can these combined cate

gories be arranged into a matrix for examining cultural transmission 

models and the various "models" placed within this matrix and critiqued 

so that understanding and utilization of these models are enhanced? 

A review of the available literature revealed eight purported 

cultural transmission models: Fortes's "Social and Psychological 

xii 
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Aspects of Education in Taleland"; Jules Henry's "A Cross-Cultural 

Outline of Education"; the "Socialization/Enculturation" model as 

typified by Field Guide For a Study of Socialization by John Whiting 

et al.; Beals, Spindler, and Spindler's "Cultural Compression/ 

Discontinuity" model; the "Instrumental Activities Inventory" of 

George and Louise Spindler; Bernard Siegel's "Conceptual Approaches to 

Models for the Analysis of the Educative Process in American Communi

ties"; the "General Cultural Theory of Education" of Fred Gearing; and 

Marion Dobbert's "Another Route to a General Theory of Cultural Trans

mission: A Systems Model." 

In the third chapter a matrix for examining cultural transmis

sion models was constructed by combining the minimum categories 

necessary for both a rigorous study of cultural transmission and for a 

rigorous model. Next, the eight selected models were placed within 

this matrix and critiqued. Only one of these selected studies was 

judged to be a rigorous cultural transmission model. Nevertheless, it 

was concluded that there has been a general advance in the study of the 

process of cultural transmission. A number of recommendations with 

respect to each of the selected studies and several, more general, 

observations regarding anthropology and education as a whole complete 

this study. 



CHAPTER 1 

INTRODUCTION 

Background of the Study 

The notion of "models," especially models of the cultural 

transmission process, figures prominently in the works of those writers 

(anthropologists, educators, and others) who have contributed to the 

relatively young field of study known as "Anthropology and Education." 

However, there seems to be no consensus among these writers as to what 

is meant by the term "model." This lack of agreement has led many 

scholars to become dubious about the use of models and to distrust the 

results obtained from such use. On this point, Kaplan and Manners have 

remarked, 

It is difficult to glean any clear idea of what a model is 
from the anthropological literature, for anthropologists use 
the term in a variety of ways. From our point of view, we 
believe it best to define, or at least to think of, a model 
as an analogy or metaphor (1972, p. 164). 

Such an overt definition of a model is a step in the right direction. 

The impetus for this study was occasioned by George Spindler's 

article "From Omnibus to Linkages: Cultural Transmission Models" 

(Spindler 1974b). Spindler here enumerates several models of cultural 

transmission which have been used since anthropology and education 

began to receive increased interest as an area of study in the early 

1950's. 

1 
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Reflection by the writer upon the subject matter contained in 

Spindler's paper gave rise to several questions: 

1. What is meant by the term "cultural transmission model," or 

"model of cultural transmission?" 

2. What is the interrelationship between these models and the 

avowed theoretical concerns of the study of cultural trans

mission? 

3. Do these models of cultural transmission share common charac

teristics? 

4. If these models do share common characteristics, can these 

characteristics be arranged in some manner so as to enhance our 

understanding and utilization of these cultural transmission 

models? 

Statement of the Problem 

The purpose of this inquiry was to construct or adapt a theo

retical matrix which would serve as a pattern for respectability and 

rigor in the use of cultural transmission models. Further, it was the 

intent of this study to utilize this theoretical matrix for a compari

son and analysis of models which were intended as ways of exploring 

theories of cultural transmission. 

This inquiry was pursued through the examination of the follow

ing questions: 

1. What cultural transmission "models" have been used in anthro

pology and education? 
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2. What are the minimum categories necessary for a rigorous study 

of cultural transmission? 

3. What are the minimum categories necessary for a rigorous model? 

4. Can these categories be combined to form the minimum cate

gories necessary for a rigorous cultural transmission model? 

5. Can these categories be arranged into a matrix for examining 

cultural transmission models and the various "models" placed 

within this matrix and critiqued so that understanding and 

utilization of these models are enhanced? 

Significance of the Study 

Many writers who contribute to the literature of the philosophy 

of science hold that the social sciences are somewhat more diverse, 

perhaps even haphazard, than the natural sciences with regard to theo

retical and methodological uniformity. As Nagel notes, "the social 

sciences often produce the impression that they are a battleground for 

interminably warring schools of thought, and that even subject matter 

which has been under intensive and prolonged study remains at the 

unsettled periphery of research" (1961, p. 448). The study of cultural 

transmission seems similarly unsettled. 

McEwen, for example, remarks upon the "growing signs that some 

anthropologists are moving away from the imaginative depiction of 

cultural phenomena, which requires only the collection and description 

of data, to the more intellectual construction of explanatory generali

zations which requires coherence as a criterion" (1963, p. 400). In a 

similar vein, Nadel reports that "In anthropology we are only just 
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beginning to marshall our facts for analysis; we are still operating 

with limited regularities established for narrow and disconnected col

lections of 'cases examined'" (1951, p. 234). It is perhaps inevitable 

that the sub-field of anthropology and education has suffered, and 

benefited, from the same slow and tortuous development as its parent 

discipline, anthropology. 

These "growing pains" of anthropology and education have not 

escaped notice. Phillip Foster has compared, rather unfavorably, 

Murray Wax, Stanley Diamond, and Fred Gearing's Anthropological Per

spectives on Education (1971) with George Spindler's seminal volume, 

Education and Anthropology (1955). Foster contends that there has been 

little theoretical development during the period between the publica

tions of these two works. He states that he is "struck by the relative 

absence of conceptual advance and significant field work undertaken by 

anthropologists in the intervening 16 years" (Foster 1972, p. 480). 

Foster concludes that, 

Judging from performance thus far, I am bound to reach the 
conclusion that anthropologists are singularly unfitted to 
conduct educational research. For all their disclaimers con
cerning objectivity and careful, controlled observation, a 
large proportion of the anthropologists are afflicted by a 
subliminal Rousseauianism which almost always enables them 
to see the school as an agency of repression governed by a 
conspiracy of middle-class power elites (1972, p. 481). 

Whether or not Foster's depiction of anthropologists as Rousseauian 

romantics is an accurate one, he nonetheless has touched upon a central 

issue—the relative lack of theoretical advance in anthropology and 

education in the last two decades. 
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As part of his platform as a candidate for the member-at-large 

seat on the Board of Directors of the Council on Anthropology and 

Education (Council on Anthropology and Education Quarterly, February 

1976) Henry G. Burger notes Foster's critique and suggests that an area 

for future effort in anthropology and education research is codifica

tion. Burger relates, "Anthropology has traditionally rewarded 'raw' 

field work, generating logorrhea instead of postulates. But the 

natural sciences show that particular discoveries are useless until 

codified into engineering handbooks" (1976, p. 41). While not entirely 

concurring with Foster's pessimism nor Burger's appeal to the natural 

sciences for legitimization, it seems evident to this writer that these 

are genuine concerns. 

This dissertation was designed as a modest effort to suggest a 

method by which various "models" of the cultural transmission process 

might be categorized so as to facilitate understanding of the research 

which has been completed. Moreover, the theoretical matrix which is 

proposed herein may possibly be used to indicate the direction that sub

sequent inquiries might profitably pursue. 

The Research Methodology 

The following research procedures were undertaken: 

1. A review of the available literature concerning the study of 

cultural transmission and models was made. 

2. The minimum categories necessary for a rigorous study of cul

tural transmission were delineated. 
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3. The minimum categories necessary for a rigorous model were 

selected. 

4. The minimum categories necessary for a rigorous cultural trans

mission study and for a rigorous model were combined to form 

the minimum categories necessary for a rigorous cultural 

transmission model. 

5. Criteria for evaluating these minimum categories were deter

mined. 

6. These criteria and categories were arranged in a matrix for 

examining cultural transmission models. 

7. A standard of rigor for each category was derived and placed 

within this matrix. 

8. A definition of a rigorous cultural transmission model was 

generated. 

9. The cultural transmission models revealed by the review of the 

literature were placed within this matrix and critiqued. 

10. Conclusions and recommendations derived from this critique were 

offered to enhance understanding and utilization of these 

cultural transmission models and to indicate the direction 

which subsequent research might take. 

The Data 

The data examined in this study consisted of the available 

literature describing various cultural transmission models utilized in 

anthropology and education and critiques of these models. Selected 

discussions concerning models in general, with the role of models in 
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the social sciences, and particularly with the part cultural trans

mission models play in anthropology and education were incorporated 

into this inquiry. In addition, works related to the construction of a 

theoretical framework in which to house these cultural transmission 

models for the purpose of comparison and analysis were reviewed. 

Limitations 

1. This study was limited by a somewhat restricted access to the 

literature dealing with cultural transmission models. The 

review of the literature, although an effort at exhausting the 

topic, was limited to those works which appeared in commonly 

found journals, texts, collections of readings, and published 

symposia papers. 

2. The attempt at isolating and enumerating the categories and 

criteria necessary for a rigorous model and for a rigorous 

study of the cultural transmission process was hampered by a 

relative paucity of available material. 

3. The theoretical matrix constructed from these categories and 

criteria was restricted to those categories and criteria 

revealed by the writer's review of the literature. 

Summary 

The members of all human societies, apparently since societies 

began, are well aware of the fact that in order to assure the continua

tion of their society, they must make a concerted effort to pass their 

culture along to their newborn. Man is unique among all the animals in 
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that the majority of those traits which uniquely make him man, i.e., 

his culture, are transmitted through the process of enculturation. 

Of this process, Roberts and Akinsanya have noted, 

Human beings are distinguished from all other species by their 
capacity to create culture and to transmit it to their young. 
Cultural transmission depends on that faculty peculiar to the 
human species, the ability to use symbols. Through the 
ability to symbolize, we can learn those attributes and 
products of human societies which then become transmissible 
by mechanisms other than biological heredity or genetic 
properties. Both anthropologists and educators are therefore 
vitally concerned with culture, the ways of living developed 
by a group of people, and with cultural transmission, the 
processes of continuing and enlarging the cumulative heritage 
between generations (1976, p. 1). 

Cultural transmission, then, is the process by which an untaught 

animal, homo sapiens, is metamorphosed into a recognizable member of 

society. 

Cultural transmission is the total process of learning one's 

own culture. As such, it is generic to a number of other frequently 

mentioned processes, such as socialization, enculturation, and educa

tion. By socialization, this study means the process of learning one's 

social role in society. This is a type of directed learning since 

there is a definite goal in mind, i.e., role acquisition. Encultura

tion is conceived of here as the internalizing of the values and atti

tudes of one's society to the extent that they become an integral part 

of one's behavior and thinking. Education, unlike socialization, is 

perceived as not being a directed type of learning, but, instead, it is 

oriented toward more general goals. Education can be divided into 

formal and informal types: formal education, also known as "schooling," 
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which takes place in the school, and informal education which may occur 

anywhere. 

In its widest sense, education includes "every process, except 

the solely genetic, that helps to form a person's mind, character, or 

physical capacity. It is life-long. ... More narrowly, education is 

the inculcation in each generation of certain knowledge, skills, and 

attitudes by means of institutions, such as schools, deliberately 

created for this end" (Kneller 1965, p. 11). From this rather inclu

sive definition, it can be seen that education is, indeed, a uniquely 

cultural process. Fig. 1 illustrates the relationships between these 

concepts as perceived by most educational anthropologists and the con

ception of these terms which is adhered to in the present inquiry. 

Roberts and Akinsanya summarize these relationships thusly, 

The concept of culture when applied to education insists, then, 
on perceiving the learner as a complicated person living in a 
complex human environment who acquires through enculturation 
over the entire life span the total shared way of life of a 
given people. This is accomplished through a variety of 
socialization techniques that express relative solutions to 
universal needs of the human species within the constraints of 
the physical world (1976, p. 3). 

The present inquiry examines those studies in anthropology and educa

tion which focus on the cultural transmission process. 

Much of the work that has gone before has been useful and 

significant; however, critics both within and outside the sub-

discipline of anthropology and education have commented upon a 

necessity for greater adherence to the canons of scientific endeavor by 

this relatively new field of study. Thus, it seems that the study of 

cultural transmission has reached that point in the life cycle of a 
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field of research when it becomes necessary to consolidate the gains 

that have already been made. This inquiry, as outlined above, attempts 

to develop a more solid scientific approach to the study of the process 

of cultural transmission. But before one embarks upon a journey of 

discovery, it is prudent to peruse the journals of earlier explorers. 

Likewise, if one's purpose is to indicate the direction which subsequent 

theoretical inquiries should take, it is important to examine the 

accumulated knowledge relevant to one's subject. Chapter 2, a review 

of the literature on cultural transmission, is such an examination. 



CHAPTER 2 

REVIEW OF THE LITERATURE ON MODELS 
OF CULTURAL TRANSMISSION 

Anthropology and education as a field of study, or sub-

discipline of anthropology, or conjoint discipline, by whatever name, 

is currently enjoying a state of increased interest on the part of 

educators, anthropologists, and others. This heightened interest is 

seen in the multiplicity of publications, conferences, and symposia in 

the last decade which have focused on this area, as well as in the con

tinued expansion and increased importance of the Council on Anthro

pology and Education, which has grown in size and influence since its 

formation in 1968. 

A major area of interest within anthropology and education has 

been the study of the process of cultural transmission. It is the 

intent of this chapter to present a brief discussion and enumeration of 

some "models" of cultural transmission which have been utilized by 

those writers who have been active in this relatively young sub-

discipline. A single rule of inclusion has been followed in the selec

tion of studies to be included in this review: the studies which 

follow have all been described, by their authors or by other writers, 

as models of the cultural transmission process. Whether or not such a 

designation is merited is an issue which is confronted in Chapter 4. 

A careful search of the available literature disclosed eight 

candidates for inclusion in this chapter. These eight models are 

12 
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listed below in the order in which they are examined: 

1. Meyer Fortes's "Social and Psychological Aspects of Education 

in Taleland" (1938). 

2. Jules Henry's "A Cross-Cultural Outline of Education" (1960). 

3. The "Socialization/Enculturation" model as typified by Field 

Guide For a Study of Socialization by John Whiting et al. (1966). 

4. Alan Beals, George Spindler, and Louise Spindler's (1967) 

"Cultural Compression/Discontinuity" model. 

5. George and Louise Spindler's (1965) "Instrumental Activities 

Inventory" (1965). 

6. Bernard Siegel's (1974b) "Conceptual Approaches to Models for 

the Analysis of the Educative Process in American Communities." 

7. The cultural theory outlined in Fred Gearing's (1973c) "Working 

Paper #6: A General Cultural Theory of Education." 

8. Marion Dobbert's "Another Route to a General Theory of Cultural 

Transmission: A Systems Model" (1975). 

The dates in parentheses are the original dates of publication of these 

models; subsequent revisions have been made in several and will be 

indicated where appropriate in the following discussion. 

The above studies examine, to a greater or lesser extent, 

certain aspects of the cultural transmission process. For the purpose 

of this review, the writer has selected four categories in order to 

present summaries of the similarities and differences among and between 

these models. 
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Each model will be examined as to its position relevant to 

several categories. The first of these categories is the author's con

ception of the relationship between "education," "cultural trans

mission," and related terms. Harrington comments on this point thusly, 

Anthropologists have taken very broad views of education, 
insisting that it not be confused with the more narrow con
cept of 'schooling.' By defining education as encompassing 
both formal as well as informal learning, the anthropological 
conceptualization of education has become quite nearly 
'everything that is learned by a person throughout his life
time, ' while definitions used by educators have occasionally 
been so narrow as to be limited to what a child learns 
through the formal curriculum in school. While several his
torians of education, in recent years, have argued that a 
definition of education which includes more than just school
ing is essential, it is still a defensible position that 
anthropology in general has maintained a broad view of educa
tion from the very beginning, while those professionally con
cerned with education have taken more narrow views (1977, 
p. 192). 

Such a broad conception of education characterizes most of the models 

reviewed here. 

Secondly, what type of society does the model examine? Is it 

concerned solely with pre-literate societies, post-literate groups, or 

both? Third, what is the intent or purpose behind the model's genesis? 

Is it conceived of as an outline, a description, an inventory, or what? 

The last category of this discussion is a brief description of the 

model itself. 

In effect, the models included here have been arranged, more or 

less, along a continuum from descriptive to theoretical concerns. The 

initial models are primarily broad, omnibus works which are concerned 

mainly with cataloguing the content of the cultural transmission 

process. These essentially descriptive studies (whose theoretical 
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assumptions are more or less implicit and usually unarticulated) are 

followed by increasingly more sophisticated works (whose theoretical 

concerns are more or less explicit and identified). The general pro

gression of these studies is toward increased refinement of technique. 

What follows, then, is a brief review of these attempts at establishing 

models of the process of cultural transmission. 

In his "Social and Psychological Aspects of Education in Tale-

land" Meyer Fortes (1938) outlines an axiom which he describes as being 

"firmly established." He agrees with the position which defines educa

tion in its widest sense; i.e., "the process by which the cultural 

heritage is transmitted from generation to generation" (1938, p. 5). 

He views formal schooling as only part of this process. 

It is clear that Fortes's study was intended as an examination 

of pre-literate education. In fact, he narrows this down to one group, 

the Tallensi. That he intended the principles generated from this 

examination to be applicable to other societies as well is open to 

question. 

As to the purpose of his model, Fortes states rather forth-

rightly that "empirical studies of a sociological or psychological kind 

in field or school are far from numerous. In this paper I shall 

attempt, in outline, such a study" (1938, p. 5). Thus, Fortes's study 

is primarily a descriptive one. Indeed, he was one of the first 

anthropologists to approach cultural transmission systematically, and 

his is one of the first empirical studies of the role of education in 

non-industrial societies. 
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As to the type of model selected to represent the interrela

tionships of the variables in the educative process, Fortes presents a 

"Synoptic Chart of Educational Development." In these charts, a 

separate one for boys and for girls, he divides children's activities 

into "economic duties and activities" and "play" and into age divisions 

of 3-6, 6-9, 9-12, and 12-15 years of age (see Table 1). 

The conception of "education" utilized throughout Jules Henry's 

"Cross-Cultural Outline of Education" (1960) is not as encompassing as 

the model proposed by Fortes. Henry states that his "Outline" "deals 

primarily, though not exclusively, with children about six years of age 

and older, and concentrates on the formal, conscious aspects of educa

tion" (1960, p. 267). He also excludes any knowledge which the child 

gains on his own. Henry posits two possible standpoints from which to 

view education: from the educator's point of view or from the child's. 

His outline takes into account only the first view. 

Henry's "Outline" (1960, p. 267) attempts to account for both 

pre-literate and industrial societies. Henry clearly states that such 

is his intent when he remarks that "As industrial societies become more 

and more the target of anthropological interest, anthropologists will 

sooner or later have to study their educational systems too, so that an 

outline of education for anthropologists should take into account not 

only of pre-literate culture but of industrial society also" (p. 267). 

As to purpose, Henry's model arose out of a perceived need for 

a general outline of education which the anthropological field-worker 

could use in the field. With such an outline, "the scientist would not 



Table 1. Synoptic Chart of Educational Development 

Chart of Development 

Boys 

Economic Duties and Activities 
3-6 years 

Play 

None at first. Towards end of this period 
begin to assist in pegging out goats; scaring 
birds from newly sown fields and from crops; 
accompany family sowing and harvesting parties; 
using hoe in quasi-play to glean ground-nuts in 
company of older siblings. 

Exuberant motor and exploratory play. Use 
mimetic toys (bow, drum, etc.) in egocentric 
play. Towards end of period social and imagina
tive play with 'cattle' and 'house-building' 
commences, often in company of older children of 
either sex, as well as recreational games and 
dancing. 

6-9 years 

These duties now fully established. Help in 
house-building by carrying swish. Assist in 
sowing and harvesting. Towards end of period 
begin to go out with the herd-boys, and to care 
for poultry. 

Imaginative 'cattle' and 'house-building' play 
common, the latter often reflecting current eco
nomic activity of adults. Practice with bow and 
arrow in marksmanship competitions, and 'hunting' 
with groups of comrades begun. Recreational 
games and dancing established. Modelling clay 
figures and plaiting begun. Ritual play begun. 

9-12 years 

Fully responsible cattle-herding. Care for 
poultry. Assisting parents in hoeing and care 
of crops, but without responsibility. Farming 
own small plots and ground-nuts but in quasi-
play. Sons of specialist craftsmen assist 
fathers in subsidiary capacity—'learning by 
looking.1 

Further development of preceding forms of play, 
especially of ritual play. Clay-modelling and 
plaiting established. Recreational games and 
dancing more skillful. Quasi-play farming. 



Table 1. Synoptic Chart of Educational Development—Continued 

Sexual dichotomy in work and play established 

12-15 years 

Duties as in preceding period but more respon
sible. Responsible care of poultry, sometimes 
own property. Leaders of herd-boys. Real 
farming of own plots and in cooperation with 
older members of family established by end of 
period. Sons of specialists experimentally 
making things. 

Economic Duties and Activities 

Imaginative play abandoned. Dancing the princi
pal recreation. Ritual play abandoned. Model
ling gradually abandoned. Plaiting for personal 
decoration mainly. Regular sweethearting com
mences . 

Girls 

3-6 years 

Play 

None at first. Towards end of period the same 
duties as small boys. Frequent nursing of 
infants. Accompany mothers to water-hole and 
begin to carry tiny water-pots. Help in 
simple domestic tasks such as sweeping. 

Exuberant motor and exploratory play. Attached 
to older sisters and drawn into their 'house
keeping' play. Towards end of period begin to 
take active social part in the latter and begin 
recreational play and dancing. Often found in 
mixed sex groups. 

6-9 years 

Duties of previous period established. Respon
sible cooperation in water-carrying and simpler 
domestic duties. Help in cooking and in 
activities associated with food-preparation, 
such as searching for wild edible herbs. 

'Housekeeping' play usual. Recreational play 
and dancing established. Begin to learn plait
ing. Participate in 'building' play of boys, 
mimicking current women's activities, e.g., 
plastering. 



Table 1. Synoptic Chart of Educational Development—Continued 

Accompany family parties at sowing and harvest
ing, giving quasi-playful help. Carry swish at 
building operations and assist women in 
plastering and floor-beating, but still with a 
play element. 

aFrom Fortes (1938). 



need to rely solely on his creative imagination and on works that are 

often incomplete and focused on particularistic interests, for he would 

have available also a methodological tool that might help increase the 

scope of his observations" (Henry 1960, p. 267). Henry wanted his out

line to be inclusive enough to account for both pre-literate and 

industrial societies. 

Henry's outline was derived partly from the works of others [it 

is to some extent an expansion on the education section of Murdock's 

Outline of Cultural Materials (19382/ and his own field experience, but 

much of it came out of a research project he directed at Washington 

University for a number of years (for additional information on this 

project see Henry 1955a, 1955b, 1957a, 1957b, 1959). The outline con

sists of the following major sections: 

I. On what does the educational process focus? 

II. How is the information communicated? 

III. Who educates? 

IV. How does the person being educated participate? 

V. How does the educator participate? 

VI. Are some things taught to some and not to others? 

VII. Discontinuities in the educational process. 

VIII. What limits the quantity and quality of information a child 

receives from a teacher? 

IX. What forms of control are used? 

X. What is the relation between the intent and the result of 

education? 
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XI. What self-conceptions seem reinforced? 

XII. How long does the process of formal education last? 

Within each of these major divisions of the Outline are numerous sub

sections devoted to specific topics. The first major section, "On what 

does the educational process focus?", for example, has some 27 divi

sions which are themselves frequently broken down into even more spe

cific areas. Thus, a section on "Values" is further divided into 69 

smaller areas such as "Being on time," "Proper dress," "Love," etc. 

Through this process of subdividing, there are a total of some 413 

sections in the Outline. Thus, somewhat paradoxically, Henry's "Out

line" is perhaps more efficacious than Fortes's study because it is both 

broader, in that it is concerned with education in the cross-cultural 

context, and more narrow, in that it is more detailed, than the latter 

work. 

The next study to be examined is an example of what Spindler 

has labelled the "socialization and enculturation" model (Spindler 

1974b). Numerous anthropologists, including most of those concerned 

with culture and personality, have contributed to the literature sur

rounding the concepts of socialization and enculturation. For the 

purposes of this present study, the"Field Guide for a Study of Sociali

zation by Whiting et al. (1966) has been selected as representative of 

these works. 

Like Henry's "Outline," Field Guide by Whiting et al. posits a 

more restricted conception of education than Fortes' study. Whiting 

et al. and Henry focus on different aspects, however. Whereas Henry 



limited "education" in his study to formal instruction for children 

over the age of six as seen from the educator's point of view, Whiting 

et al. states that their "education" category refers to the basic prob

lem of their project, socialization. They remark that, "under this 

heading should be mentioned all data, starting with infant care, child 

training, informal and formal training, and education" (Whiting et al. 

1966, p. 34). Of note here is the classification of education as a 

subset of socialization. Such a classification is at variance with 

this study's conception of these terms outlined above. 

Just as Henry's "Outline" was intended for cross-cultural use, 

Field Guide for a Study of Socialization by Whiting et al. (1966) was 

designed to meet the needs of researchers in the field. This guide 

was used, in fact, in the six cultures field studies. 

Underlying the project by Whiting et al. is a general concept 

of the relation of personality to culture (see Fig. 2). Whiting et al. 

contend that the ecology of an area determines the maintenance system, 

which in turn affects the child rearing practices, biological needs, 

etc. All of these., finally, give rise to the adult personality char

acteristic of a particular culture; the so-called "model" personality. 

In a manner similar to Henry's study, Field Guide is intended 

as a detailed methodological outline for field work in the study of 

child rearing. It was utilized, in fact, in a number of such studies. 

The numerous hypotheses investigated in the course of these studies 

arose out of concepts won from cultural anthropology, learning theory, 

and the psychoanalytic theory of personality development. These 
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Fig. 2. The Relation of Personality to Culture 

Source: Beatrice Whiting, Six Cultures, 1963, Vol. 1, xiii. 
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concepts gave rise to the behavioral science framework developed at 

Yale's Institute of Human Relations during the 1930's and 1940's. 

The Whiting etal. manual focuses on three broad areas: cul

tural context, cultural antecedents, and cultural consequents. The 

first of these areas is concerned with the physical and geographical 

setting and is divided into a dozen sub-categories, such as ecology, 

recreation, and aesthetic expression. "Education" is a subheading 

under this general category, and is, in turn, divided into the following 

six topics: 

1. Signs of having learned. 

2. Ethno-learning theory. 

3. Stages in education. 

4. Methods. 

5. Training in systems of behavior other than those that are of 

special interest to this report. 

6. Toys and games as tools of education. 

"Cultural antecedents" is divided into categories dealing with 

the agents of child rearing, the techniques of socialization, behavior 

systems, etc. Folk tales, proverbs and jokes, the theories of disease, 

the reactions of the group to illness are some of the topics covered 

under "cultural consequents." 

In terms of this review, the model by Whiting et al. can be 

viewed as somewhat of an improvement over the previous works as it 

operates out of a distinct and explicit theoretical foundation. Its 
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narrow concept of education combined with its rather limited scope, 

however, combine to render this model less effective than some. 

Another attempt at explaining the cultural transmission process 

was the "cultural compression/discontinuity" model. Among the con

tributors to this concept were Calverton (1931), Benedict (1938), Hart 

(1955), Spindler (1959), and van Gennep (1960). This writer has chosen 

the cultural compression/discontinuity model presented in Beals et al. 

(1967) Culture in Process to epitomize this position. 

The "cultural compression/discontinuity" model is much broader 

with respect to the scope of "education" than Whiting's Field Guide in 

part, the former was a reaction to the socialization model of Whiting 

et al. George Spindler remarks that "what I wanted to do was to put 

the whole life cycle into some frame of reference that would permit us 

to talk about relevant processes beyond the early years of child train

ing" (1974b, p. 2). These authors' concern with the entire life-cycle 

is in contrast with Henry's limitation to six year olds in formal 

educational institutions and Whiting's emphasis on infancy. By "cul

tural compression" George Spindler refers to "any period of time in the 

life cycle of the individual when he encounters a culturally patterned 

reduction of alternatives for behavior" (1959, p. 38). Character

istically, these are periods of intensity in the individual's life 

when, frequently, the full normative force of his culture comes to bear 

upon him. On this point Benedict notes, 

All cultures must deal in one way or another with the cycle 
of growth from infancy to adulthood. Nature has posed the 
situation dramatically: on the one hand, the new born baby, 
physiologically vulnerable, unable to fend for itself, or to 
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participate of its own initiative in the life of the group, 
and, on the other, the adult man or woman. Every man who 
rounds out his human potentialities must have been a son 
first and a father later and the two roles are physiologically 
in great contrast; he must first have been dependent upon 
others for his very existence and later he must provide such 
security for others. This discontinuity in the life cycle is 
a fact of nature and is inescapable (Benedict 1938, p. 161). 

As with the model by Whiting et al., Beals et al. intend their 

model to be applicable to both pre- and post-literate societies. 

There are differences, according to these writers, between the process 

of compression and discontinuity in different types of societies. 

They believe that, all too frequently, modern industrial societies 

impose extreme discontinuities between the roles/statuses of children 

and those of adults. This position is supported by Benedict when, in 

her examination of such factors as "responsible versus non-responsible" 

status roles, dominance and submission, and the contrasting sexual 

roles expected of adults and children, she concludes that "against this 

background of social arrangements in other cultures the adolescent 

period of Sturm und Drang with which, we are so familiar becomes intel

ligible in terms of our discontinuous cultural institutions and dogmas 

rather than in terms of physiological necessity" (Benedict 1938, 

p. 167). 

In another context Spindler draws some comparisons and con

trasts between the educational process in non-literate and indus

trialized societies, and closes with this observation, 

The model of education that will eventually emerge in the 
modernizing nations will be one that puts the school, in its 
usual formal sense, in perspective, and emphasizes education 
in its broadest sense, as a part of life and of the dynamic 
changing community. It must emerge if these cultures are to 



27 

avoid the tragic errors of miseducation, as the Western 
nations have experienced them, particularly in the relation
ships between the schools and minority groups (Spindler 
(1974a, p. 308). 

In his "Omnibus to Linkages" article George Spindler describes 

his attempts to draw up "fairly precise statements, accompanied by 

diagrams of cultural compression and decompression, that would suc

cinctly describe at what points in the life cycle the individual 

experienced a narrowing of cultural alternatives" (1974b, p. 2). Thus, 

according to Spindler, the individual undergoes a series of stages when 

he is subjected to more, or less, cultural pressure as he grows older. 

Further, Spindler contends that, "rites of passage at pre-adolescence 

and adolescence are characteristic of the cultural compression model" 

(1974b, p. 2). 

Spindler describes a graph or diagram of this process as fol

lows (see Fig. 3 for what such a diagram might look like): 

Imagine two horizontal lines of equal length, one above the 
other. Place the newborn infant at one end between the lines. 
Start him through his developmental stages. Contract the 
lines in such a way as to portray the points in his progres
sive experience where cultural restrictions are placed upon 
him. Expand them so as to portray the points in his experi
ence where cultural restrictions are lifted as they no longer 
become appropriate for his age and status (Spindler 1959, 
p. 39). 

Spindler and others posit several types of compression-

decompression sequences which vary primarily during the pre-pubertal 

years. In general, according to these writers, in non-literate soci

eties the possible channels (or alternatives for personal development 

available to each individual) narrow as the individual grows older 

until only a single major route, with a few secondary ones, is 



v.v.v.w 
V.VA 

k 
k̂-svv... 

vxwi'x'x̂ -xvxwjw 
t f>#:%*:V.. . . . . . . . . . . . . . . . . . . .  !;x;.'v.,;.,;rjx'rvrv*'rvr*rvivi;ivivx\;x;.,\;*;'v 

.•.v.y.v.v.y.y.y.\y.y.%y.y.y,v.y.\v.v ... 
V.V.V.V.V.V.V.V.V.V.V.V.V.V. ... . . . . . . . 

>>y.y»XvXv>>>>yvX«>>y.y.y.\\;.\\y.y. 

x;xyxyr̂ yx*x\yryjyry'\yxyryi\y"\\yr .•.v.*.'. •.%%\\yXy.\%>y.v.v.v. 
i'xvi'x'i'w'i'x'x 

MV.y.%V.NW.yAVA%SWN%%VA'.'.,.,.V,V 
VNV.NV.V.V.NV.V.V.'X'.VIV.V.VXVXVXV. 

,v.v 
• •>. .'.V.VAVAV.V.'AV.V.V.V.'.V.V.V.V.V. 
AVAV.'.V.'.V.'/.V.V.V.V.V.V/.'.V.V.V.V.*. 

.V.V.V.V. * 

Cultural 
Compression 

.v.\;.y.\y>.\y;v.v. v.* 
Cultural 

Decompression 

Fig. 3. 

Death 
Diagram Illustrating Possible Cultural Compression/Discontinuity Sequence 

ho 
00 



29 

provided. Many of these societies insure effective internalization by 

the individual of these cultural boundaries by intense and extensive 

rites and ceremonies connected with each stage of development (see van 

Gennep 1960). 

The next model, George and Louise Spindler's (1965) "Instru

mental Activities Inventory" (or IAI), also conceives of education as 

a broad concept. For these authors, education as cultural transmission 

is defined as "means employed by established members of the cultural 

system to inform new members coming into the system of the appropriate 

instrumental linkages, to communicate how they are ranked, integrated, 

and in general organized, and also to commit these new members to the 

support and continuance of these linkages and the belief system that 

gives them credibility" (Spindler 1970, p. 7). Of note here is the 

relationship between education and cultural transmission. Whether one 

accepts these authors' concept of "instrumental linkages" or not, this 

model's conception of education is an improvement in that it is closely 

related to the process of cultural transmission. 

It is clear that Spindler and Spindler intend the IAI to be 

applicable to both pre- and post-literate societies. The IAI arose out 

of George and Louise Spindler's work with the Menomini of Wisconsin 

and the Blood Indians in Canada. Since that time George Spindler has 

utilized the IAI in his studies of cultural transmission in Germany 

(Spindler 1973, 1974a, and 1974b). 

As to the purpose of the model itself, George Spindler states, 

"we were responding to a perceived need in a field research situation" 
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(Spindler 1974b, p. 4). Later, he notes that, "we started with a tech

nique and model that grew out of our concerns with psychocultural 

adaptation and not with my concern with cultural transmission" (1974b, 

p. 4). 

The IAI is composed of a number of "ethnographically accurate 

line drawings depicting various activities that, within the perceptual 

field of the respondent, lead to certain goals that in turn are 

expressive of certain life styles" (Spindler 1974b, p. 4). The repre

sented activities cover a broad range of possibilities. The respondent 

selects several he values most and least and is asked to answer ques

tions relating to these activities and to make value choices among 

them. In using the IAI technique in situations where culture change 

and urbanization appear to be occurring, Spindler has taken pains to 

include drawings which clearly represent the new or urban culture, and 

others which are related just as obviously to the more traditional cul

ture. Spindler used the IAI in such situations in the quest of data on 

the effect of the cultural transmission process. 

A seminal article concerning models in anthropology and educa

tion is Bernard J. Siegel's "Models for the Analysis of the Educative 

Process in American Communities" printed in Spindler's Education and 

Anthropology (1955).* In this article Siegel stated his purpose as an 

*Note. Spindler's Education and Cultural Process (1974a) con
tains a revision of Siegel's original article; this revision is 
entitled "Conceptual Approaches to Models for the Analysis of the 
Educative Process in American Communities"—all quotes and discussion 
refer to this latter version. 
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attempt to analyze "the forces that shape the career of things 

explicitly thought to be taught, between their entry into teacher-

training institutions and their exposure to children in the classroom" 

(Siegel 1974b, p. 39). 

In this article Siegel presents a very restricted view, from 

the perspective of this study, of the educational process. His 

emphasis is on what he calls the "educational community" or "the 

'formal' school system-sites and interacting members, stated goals, and 

the role relations in terms of which the goals are translated into 

action" (1974b, p. 40). These elements of the system are seen as 

dynamic, not stable; other variables may intrude somewhat arbitrarily. 

Additional factors which he includes are "the centers of higher learn

ing and class and ethnic family units from which the students are 

drawn" (1974b, p. 40) and the school board. Nonetheless, Siegel's 

models deal with a rather restricted concept of cultural transmission. 

As to the second category of this review, Siegel's models are 

intended to be applicable to both pre- and post-literate societies. 

His "Acculturation model" was derived from "the observation of colonial 

situations" (1974b, p. 43) and is related to his "Channels Model" in 

this aspect. His most extensive examination of this category, however, 

occurs in the discussion of his "Information and Systems Theory Model." 

Here, Siegel contrasts the educational process in pre- and 

post-literate societies. In the former, 

what is taught in one domain is reinforced in various ways in 
all others. Hence little attention might have to be paid to 
regulation of a given kind of formal education (let us say, 
puberty rites that mark beginning of the transition to 



adulthood), because that conduct is restated on all manner of 
other occasions—religious drama, tool-making, storytelling— 
using the same precepts and emphasizing the same doctrine. 
Control mechanisms circulate throughout the entire society, 
conceived as a single system, much as I have described for one 
kind of classroom system in a much more ideologically complex 
environment. All kinds of information available to members 
sustains the social order in a given way (Siegel 1974b, p. 54). 

Siegel illustrates this situation thusly (see Fig. 4). This diagram 

depicts the "quantities of information involved when messages are 

transmitted from one source (x) to the other (y)" (Siegel 1974b, 

p. 55). Here, T represents that area of information which is common to 

both x and y. 

However, in more complex industrial societies, the following 

diagram must be modified thusly (see Fig. 5). This figure depicts, 

according to Siegel, quantities of information involved when messages 

are transmitted from two sources (X^ and X^) to a receiver (Y). T^ is 

the area of information common to X^ and Y; T^ is the area of informa

tion common to X^ and XT^ is the area of information common to X^ 

and Y; T^ is the area of information common to X^, Y, and X£ (Siegel 

1974b, p. 55). Conflict seems almost assured in such a situation. 

The purpose of Siegel's models is explicitly stated. He 

defines his primary objective as an attempt "to analyze the forces that 

shape the career of things explicitly thought to be taught, between 

their entry into teacher-training institutions and their exposure to 

children in the classroom" (1974b, p. 39). 
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Fig. 5. Information Sharing in Industrial Societies 

Source: Siegel 1974b, p. 55. 



Siegel offers not one but three models to explain the above 

processes. In his preface Siegel asserts that, 

To a considerable extent education as a value is considered 
and treated as instrumental to the pursuit of other values 
(power, wealth, social position). Hence there is much pos
sible ambiguity in the interpretation of its goals and methods 
within the greater locality. It has different kinds of 
attractions, interpretations, or repulsions for different seg
ments of the community at large, as well as within the various 
levels of the educational community itself (Siegel 1.974b, 
p. 42). 

If one accepts this and the other assumptions, as Siegel does, then 

there are several possible ways of examining education. Siegel's 

guiding hypothesis here is "the flow of what is taught is screened, 

interpreted, and reinterpreted at several levels as a consequence of 

the carrying networks of role relationships" (Siegel 1974b, p. 42). 

These considerations lead him to posit three possible models for the 

examination of cultural transmission. 

The first of these models Siegel calls "The Acculturation 

Model." Acculturation here refers to "the process of culture change by 

the continual interaction of individuals from two or more discrete 

groups and their cultures" (Siegel 1974b, p. 43). The school, with its 

compulsory education and captive students, Siegel sees as analogous, 

roughly, to the colonial situation. It follows that it is possible to 

think of the school system as an organization "standing in apposition 

to other collectivities to which it must adapt, and which in turn it 

seeks to influence" (Siegel 1974b, p. 44) because the school is quasi-

autonomous, and thus the colonial analogy holds to some extent, accord

ing to Siegel. 
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These multiple relationships he summarizes in Fig. 6. Siegel 

emphasizes that this model is primarily concerned with the "educational 

products," that is, "the way in which what is meant to be imparted to 

the student ... actually reaches him from its point of origin" 

(Siegel 1974b., pp. 44-45, his emphasis). 

The term "educational products" is not conceived of as unchang

ing , rather 

these products may change their form and meaning for partici
pants in each of the cultures involved; they may also have 
different adjustive functions for individuals at different 
levels and hence be used by them in different ways for vary
ing ends. What is accented in A may be slighted in B and in 
G, or vice versa. They may be identified as specific objects, 
utterances, and the like, but for the above reasons they 
become different things to various categories of individuals 
who have anything to do with them. Thus a pupil may learn to 
engage in other activities he finds more rewarding, however 
counterproductive they may be from the teacher's point of 
view (Siegel 1974b, p. 45). 

Furthermore, for Siegel, these educational products are limited to "the 

formal contents (textbooks, classroom presentations and materials, 

teachers' manuals, reading assignments, and so on), prepared in part by 

teachers—for the most part by teachers of teachers" (Siegel 1974b, 

p. 45). 

Siegel views the transmission of content from level A to level 

B as being conditioned by several factors, such as "1) th.e degree of 

consistency of the values in each of the subcultures, 2) the extent of 

agreement of the members of the collectivities on these values, 3) the 

kinds of operational relations established between participants in the 

several subcultures . . . , and 4) the perception of one's own roles 

and of content intended for transmission" (Siegel 1974b, p. 45). 
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Siegel concludes his discussion of this model with an examination of 

these and other factors which act to alter the aforementioned educa

tional products during the course of their transmission to the student. 

Siegel's second model is labelled "The Channels Model" after 

the pioneering work done by Kurt Lewin (1951)„ Siegel contends that in 

this model, which is related to that of acculturation, 

the student becomes the focal point of inquiry, and we then 
attempt to trace the channels through which understandings 
are molded and pushed in his direction, as he proceeds on his 
way to becoming a formally finished product. We are in 
effect, dealing with the learning habits and attitude-value 
formation of the child, for they represent sets of behavioral 
tendencies that are created by a variety of converging forces 
(Siegel 1974b, p. 50). 

These channels are illustrated in Fig. 7. Here, 

the incorporation of new learning by a child is in large 
measure a product of past habit, what reaches him, the role 
relations (contexts) in which the flow of materials occurs, 
and the values and ways of perceiving that underlie these 
relations. The effectiveness of one or another channel for 
the child will depend partly on cultural values (Siegel 
1974b, p. 50). 

Siegel believes that if a child's family holds education as a value, 

the child will probably utilize, and value, those activities, institu

tions, materials, etc. of Channel 1 and hence may be expected to do 

better in school than his age-mates whose families do not place such a 

high value on education. 

It should be noted that the peer group, Channel 2, is, for 

Siegel, probably "the most constant and consistent in the kinds of 

attitudes and action patterns that it instills" (Siegel 1974b, p. 52). 

Siegel feels that these patterns and attitudes are frequently counter

productive (from the school's point of view), but he notes that this 
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is "not intrinsic to age-grades in themselves" but may be viewed as 

"simply an artifact of school structures" (Siegel 1974b, p. 52). 

In discussing the channels model Siegel calls attention to 

"gates" and "gatekeepers" whose function is to control what enters each 

of these channels. He concludes with this observation: 

In brief, forms of understanding, their content, and order of 
presentation are blocked, truncated, or expanded according to 
changing interpretations at each gate of the channel sections. 
Most gates require keys, and the keys are crucial in this 
process. They consist of cultural perceptions (terms in which 
people think about education), values (motivations to acquire, 
subvert, or to underplay cultural items), and personality dis
positions to behavior (Siegel 1974b, p. 53). 

Siegel's last model is "An Information and Systems Theory 

Model." Siegel here quotes Miller as to the basis of information 

theory, 

A well-organized system ^think of this as the school system/ 
is predictable--you know almost what it is going to do before 
it happens. When a well-organized system does something, you 
learn little that you didn't already know—you acquire little 
information. A perfectly organized system is completely pre
dictable and its behavior provides no information at all. 
The more disorganized and unpredictable a system is, the more 
information you can get by watching it. Information, organi
zation, and predictability room together in this theoretical 
house (Miller 1963, p. 3). 

Thus, if the school system were perfectly organized, Siegel believes 

that the process would correspond to that illustrated in Fig. 8. But 

this ideal system does not exist, and Siegel contends that adjustments 

must be made to the scheme. Siegel depicts these adjustments in the 

diagrams indicating the differences between pre- and post-literate cul

tures described in Figs. 4 and 5. 
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Siegel summarizes his discussion thusly, 

the sociocultural factors that must be taken into considera
tion may be conceived a little differently, depending upon the 
particular frame of reference used for making and organizing 
observations about the process. In one case, attention is 
focused upon the cultures of several communities in inter
action: the characteristics of the cultures and the nature of 
role relations established at points of contact. Backgrounds 
and contact conditions between the several collectivities con
stitute the ground and figure, respectively, of the trans
mission of shared understandings. In another case, the point 
of departure is the forces which permit cultural items to move 
in given forms and with intended meanings and functions 
through a variety of social agents until they reach the child. 
And in the third, our emphasis has shifted to a more particu
lar concern with information flow in the educational process 
(Siegel 1974b, p. 58). 

And lastly, Siegel notes that essentially what these models are con

cerned with is "the screening effect of values and learning habits, 

derived from multiple backgrounds, upon successive reinterpretations 

and/or reinforcements of behavior patterns" (Siegel 1974b, p. 58). 

The next model, Frederick 0. Gearing's (1973c) "A General Cul

tural Theory of Education," is a product of the Project in Ethnography 

in Education (USDE #OEG-070-2Q52-725) under his direction at the State 

University of New York at Buffalo. As delineated in papers presented at 

the Council on Anthropology and Education symposium "Explorations in a 

General Cultural Theory of Education" at the 1973 annual meeting of the 

American Anthropological Association, and in two articles which appeared 

in the Council on Anthropology and Education Quarterly (Gearing 1973b 

and 1975), Gearing's model perceives of education in broad terms. For 

him, the cultural system of a society consists of "an array of diverse 

but interlocking equivalences of meaning which have been variously trans

acted in the course of recurrent encounters of each member of the group 



with some others" (Gearing 1973b, p. 1). These "transactions" and 

"equivalences" will be discussed below; what is to the point here is 

that Gearing defines cultural transmission as "transactions of equiva

lences in certain encounters, principally of non-adults with adults and 

each other" (1973b, p. 1). Thus, his model joins those of Fortes, and 

Spindler and Spindler in assuming a broad conception of education. 

As to the purpose of his model Gearing was not responding to a 

perceived need for a field guide as were Henry and Whiting. Instead, 

the impetus for Gearing's approach was the realization that "informa

tion and skill, in the absence of restraints, diffuses randomly through 

any population; however, much information and skill in any population 

can be seen to be systematically, not randomly, distributed" (1973a, 

p. 2). The task for the researcher, then, is, in Gearing's words, "to 

identify and map the restraints which so reduce randomness and, through 

analysis, to understand the processes by which those restraints are 

generated and through which they do their work" (1973a, p. 2). 

Gearing's group has since endeavored to accomplish this task, and the 

present model is the result of their efforts thus far. 

Utilizing the notions of equivalence, transaction, agenda and 

concepts from communication theory, Gearing devised two models to 

handle these complex phenomena. First, he would have us imagine an 

encounter between two parties A and B involved in a transaction con

cerning some content. Both A and B imagine two "critical audiences, 

each constituted of one party or many, physically present or not, 
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c and d" (Gearing 1973b, p. 4). During this encounter, A is engaged in 

defining 

who he is vis-a-vis B and who those audiences are in relation 
to them: the encounter is a complex and shifting series of 
negotiations—assertions and counter-assertions—as to who 
are 'we' and who 'they'. By this first model A has only two 
fundamental options: he and B are 'we', in opposition to c 
and d who are 'they'; or he and c are 'we', and B and d are 
'they' (Gearing 1973b, p. 4). 

B, of course, has identical options. This model is illustrated by Fig. 

9. 

In the second model, as indicated by Fig. 10, "A transacts with 

B and they compete for allegiance with a single audience, c, which is 

one party or many, physically present or not" (Gearing 1973b, p. 4). 

The presumption is that any party to these encounters may move among 

any or all of these options. 

The last model to be reviewed here is outlined in Marion 

Dobbert's article entitled "Another Route to a General Theory of Cul

tural Transmission: A Systems Model" (1975). Dobbert begins by offer

ing an operational definition of culture which she has derived from two 

pivotal notions of systems and information theory. The first concept 

is von Bertalanffy's (1968) relativity concept: "systems always con

sist of parts in relation; however, the parts and relations identified 

exist only in the context defined by the researcher" (Dobbert 1975, 

p. 23). This concept she merges with a notion from information theory, 

that "communication of information does not imply replication; rather, 

it implies symbolic correspondence" (Dobbert 1975, p. 23), to arrive at 

the following definition of culture: "Culture is a system for mapping 



44 

0 c 
d 

Fig. 9. Two-Party Transactions with Multiple Audience 

Source: Gearing 1973b, p. 4. 

Fig. 10. Two-Party Transaction with Single Audience 

Source: Gearing 1973b, p. 4. 
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information from an environment. This information is stored in shared 

conceptual patterns, in patterns for social interaction and in patterns 

for getting a living" (1975, p. 23). This definition she relies upon 

throughout her article. 

Dobbert makes no distinction between pre- and post-literate 

societies. It is clear from her discussion of cultural transmission, 

and her selection of "A General Theory of Cultural Transmission" as a 

title, that she intends her model to be .applicable to all societies. 

Dobbert visualizes her model as consisting of two parts or two 

separate levels. One level is concerned with the role of society in 

the educative process and will be discussed below in the general 

description of her model. The other part relates to the individual's 

role in the process of education. The latter part of her model Dobbert 

labels the "human adaptive system," which she illustrates by Fig. 11. 

Here, the transmission of information is indicated by the arrows. By 

means of this diagram Dobbert intends to demonstrate that cultural 

transmission is a process "in which individuals come to store the pat

tern information in their brains and thus come to act in ways that are 

reasonably complimentary, thereby perpetuating the patterns" (1975, 

p. 24). She states this another way by saying that "it is the 

learner's exposure to the whole of culture that results in cultural 

transmission" (1975, p. 24). 

Dobbert states that it is her intention "to propose a theory of 

cultural transmission (1975, p. 23). This she attempt to do by expand

ing the original dichotomy illustrated in Fig. 10 into what she calls 
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"a theory of cultural transmission which is intergenerational, non-

reductionist, materialistic, and interactionist" (1975, p. 24). This 

theory is depicted in Fig. 12. As condensed from Dobbert's remarks her 

model illustrates her theory of cultural transmission in the following 

manner: 

1. The learner is an individual person at a given age possessing 

certain abilities for action (Box 1.1). 

2. The age of the learner limits him/her to certain cultural 

locales (Box 2.0). 

3. A setting limits cultural activity content (Box 3.1.1) which in 

turn limits objects (Box 3.1.2), Group Size (Box 3.1.3), Relational 

Content (Box 3.1.4), and Emotional Content (Box 3.1.5). 

4. The nature of the activity (3.1.1) limits the kind of personnel 

(1.2) and the range of applicable values and ideals (1.2.2 and 1.2.3). 

5. The nature of the activity (3.1.1) allows the child to select 

only certain types of possible individual act patterns (3.2.1). 

6. The ideal conception of the activity does not preclude the 

choice of any specific act; however, the appropriateness of the act 

(1.2.3.1) does come into play. 

7. Reactions to a particular act by others (3.2.2) arise out of 

values held by the culture (1.2.2). 

8. The cultural pattern consisting of an activity, objects, appro

priate group size, specific relations, emotional content, a set of 

persons, and relevant values and ideals becomes a part of the individual 

learner's knowledge (1.1.3). 
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9. The model weights the strength of the knowledge thereby gained 

by the learner (loop from 1.2 to 3.2.2 and 1.1); that is, as the 

learner grows older and chooses a pattern more often, the weight of the 

knowledge will grow, although, as the model provides, it will not be 

absolutely consistent. 

Another feature of Dobbert's model is that, through its probabilistic 

nature, it takes into account the kind of contraditions (inappropriate 

activity choice, for example) which are found in actual everyday life. 

Summary 

This review of the literature concerning cultural transmission 

models has focused on a number of categories in order to provide some 

basis for a coherent overview of these works. Each model's assumptions 

with respect to these categories are presented in Table 2. As a result 

of this examination a nvimber of generalizations about these models seem 

evident. I 

All of these studies have attempted to deal with both pre- and 

post-literate societies (except Fortes's and Siegel's studies). The 

models in this review may be divided into those which conceive of 

education in rather narrow terms, namely, Henry's Cross-Cultural Out

line, Whiting's socialization/enculturation model, and Siegel's study; 

and those written from a broader perspective. If there has been an 

advance or improvement with regard to this category, it would seem to 

be towards taking a broader conception of education (that it is not 

restricted to schooling, for example) and then presenting, and 



Table 2. Summary of Review of Models by Category 

Model Relationship between Cultural Trans-
Category mission, Education, and Related Terms 

Synoptic Chart of 
Educational 
Development 

Cross-Cultural Out
line of Education 

Socialization/ 
Enculturation 
Model 

Cultural Compres
sion/Discontinuity 
Model 

Instrumental Activ
ities Inventory 

Siegel1s Accultura
tion, Channels 
and Information 
and Systems Models 

Broad conception of education 
Education is "the process by which 
the cultural heritage is transmitted 
from generation to generation" 

Narrow conception of education 
Limited to formal education of 
children over six 
Also limited to the educator's 
standpoint 
Excludes any knowledge which the 
child gains on his own 

Narrow conception of education 
Education is a subset of socializa
tion 
Further restricted to socialization 
within the Primary Social Unit 

Broad conception of education 
Concerned with the entire life-
cycle of the individual 

Broad conception of education 
Purpose of cultural transmission is 
to transmit and maintain "instru
mental linkages: 

Narrow conception of education 
Education is restricted to school
ing 
Concerned with the "educational 
community" 

Type of 
Society Intent or Purpose of Model 

Pre-literate Descriptive study of one 
society 

Pre- and Perceived need for an out-
Post-literate line of education for 

anthropological field-
workers 

Pre- and Designed to meet the needs 
Post-literate of sociological field-

workers 

Pre- and Attempt to describe the 
Post-literate compression/discontinuity 

points in the life-cycle 

Pre- and Response to "a perceived 
Post-literate need in a field research 

situation" 

Post-literate Desire to "analyze the 
forces that shape the 
career of things expli
citly thought to be 
taught" 



Table 2—Continued 

A Cultural Theory 
of Education 

A General Theory 
of Cultural 
Transmission 

Broad conception of education 
Cultural transmission is "trans
actions of equivalences in certain 
encounters, principally of non-
adults with adults and each other" 

Broad conception of education 
Culture is "a system for mapping 
information from an environment" 
Cultural transmission is a process 
"in which individuals come to store 
the pattern information in their 
brains" 

Pre- and Attempt to identify and 
Post-literate map the restraints which 

reduce the random dis
tribution of information 
throughout any population 

Pre- and Intent is "to propose a 
Post-literate theory of cultural 

transmission" 
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operating with respect to, a more precise definition of the relation

ship between education and cultural transmission (as, for example, 

Gearing's and Dobbert's models do). 

The most obvious progression evident from a comparison of these 

works is with regard to the intent or purpose behind the genesis of 

these models. The purpose of Fortes's study seems merely to produce an 

empirical description of the Tallensi educational process. The "Cross-

Cultural Outline of Education," the "Instrumental Activities Inventory," 

and the Field Guide for the Study of Socialization were responses to 

specific research situations (anthropological in the first two, socio

logical in the study of Whiting et al.). Other works examined in this 

chapter had similar specific purposes, such as the attempt by Beals et 

al. to describe the precise points of compression and discontinuity in 

the individual's life-cycle and Siegel's focus on the forces at work 

within the "educational community." More important, in the opinion of 

this writer, are the intentions of the last two models examined in this 

review. Gearing's "A Cultural Theory of Education" and Dobbert's "A 

General Theory of Cultural Transmission," as is evident from their 

titles, seem to present more significant possibilities than those 

studies arising out of more restricted purposes. 

These studies, then, were seen as efforts to describe and 

explain the nature of the cultural transmission process. In the next 

chapter an attempt is made to define the minimum categories and cri

teria necessary to insure rigor in the use of cultural transmission 

models and to construct a framework from these for use in a 
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comparison and analysis of the models described in this review of the 

literature. 



CHAPTER 3 

THE FORMULATION OF A MATRIX FOR EXAMINING 
CULTURAL TRANSMISSION MODELS 

In order to formulate a matrix for examining cultural trans

mission models, a number of steps were necessary. The first was to 

determine the minimum categories necessary for a rigorous study of 

cultural transmission. The second step involved the development of a 

set of categories for a rigorous model. Next, the criteria with which 

to evaluate cultural transmission studies in terms of these categories 

were selected. The fourth step was the construction of a matrix from 

these categories of cultural transmission and criteria of rigor. 

Finally, a standard of rigor for each category was determined and 

placed within this matrix. During this final process, the definition 

of a rigorous cultural transmission model utilized in the present 

inquiry was generated. 

Development of the Minimum Categories 
Necessary for a Rigorous Study of 

Cultural Transmission 

Anthropologists have been interested in the transmission of 

culture since the discipline's genesis in travelers' tales. As Kimball 

has noted, "the transmission of the cultural heritage and its acquisi

tion through learning constitute one of the central concerns of anthro

pology" (1961, p. 23). But what, exactly, do these writers mean by the 

term "cultural transmission?" The "models" described in Chapter 2 are 
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concerned, ostensibly, with this process, but the precise elements 

requisite for a rigorous cultural transmission study have never been 

delineated in detail. What follows is a modest attempt to set forth 

the minimum categories for such a study. 

Participants 

A rigorous study of cultural transmission should be concerned 

with all of the participants involved in the transmission of culture. 

A rigorous study should discuss who transmits the culture to whom. 

Content 

A rigorous study of cultural transmission must describe the 

content of this process. It should discuss what cultural information 

is transmitted to a society's youth. Such a study would delineate 

those aspects of the cultural heritage of a society that are to be per

petuated. 

Location 

A rigorous study of cultural transmission should be concerned 

with the location at which cultural transmission occurs. The various 

sites of this process—the nuclear or extended family, a school, a 

shrine, etc.—should be described. 

Chronology 

A rigorous study of cultural transmission should discuss the 

chronology of cultural transmission. A rigorous study would address 

such questions as, when does this process occur? What is its timing? 
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Is there a definite sequence to this process? Is certain information 

transmitted before other information? 

Process 

A rigorous study of cultural transmission should be concerned 

with the actual process of cultural transmission itself. It would 

examine the dynamics of this process and attempt to determine how the 

culture was transmitted. 

Function 

A rigorous study of cultural transmission should deal with the 

function of this process. Such a study would examine why cultural 

transmission occurs. These functions appear to be three: recruitment 

of neonates into a culture, maintenance of that culture, and provision 

for cultural change. This recruitment is both to "membership in the 

cultural system in general ... and recruitment to specific roles and 

statuses, to specific castes, or to certain classes" (Spindler 1974b, 

p. 303). It seems essential to the well-being, even the continuity, of 

a cultural system that the transmission of its culture be effective in 

both recruitment and maintenance. 

It also must be emphasized that the recruitment and maintenance 

processes are dynamic; that is, the socio-cultural system is not static. 

As Redfield (1963, p. 13) notes, education is "the process of cultural 

transmission and renewal." Thus, somewhat paradoxically, the cultural 

transmission process seems to serve two antagonistic purposes: 

stability and change. Herskovits (1956, p. 40) adds, "The enculturation 
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of the individual during the early years of his life is the prime 

mechanism making for cultural stability, while the process, as it is 

operative on more mature folk, is highly important in inducing change." 

A rigorous study of cultural transmission must take into account this 

element of change. 

Range 

A rigorous study of cultural transmission should have applica

bility to all types of societies. Both pre- and post-literate 

societies should be encompassed, and focus should not be limited to one 

type of society. 

Scope 

A rigorous study of cultural transmission should have sufficient 

scope. Cultural transmission should be conceived of as incorporating 

the subordinate concepts of education, socialization, and encultura-

tion. Concomitantly, "education" should imply both formal and informal 

types of instruction and should not be restricted solely to "schooling" 

(see Fig. 1). 

The review of the literature in Chapter 2 concerning the 

process of cultural transmission has revealed the following minimum 

categories for a rigorous cultural transmission study: 

1. A rigorous cultural transmission study must be concerned with 

all of the Participants involved in the transmission of culture. 

2. A rigorous cultural transmission study must deal with the 

Content of this process. 



58 

3. A rigorous cultural transmission study must be concerned with 

the Location at which the process of cultural transmission 

occurs. 

4. A rigorous cultural transmission study must discuss the 

Chronology of cultural transmission. 

5. A rigorous cultural transmission study must be concerned with 

the actual Process of cultural transmission itself. 

6. A rigorous cultural transmission study must deal with the 

Function of this process. 

7. A rigorous cultural transmission study must attempt to explain 

the cultural transmission process in all societies; its Range 

should be clearly delineated and should encompass both pre- and 

post-literate societies. 

8. A rigorous cultural transmission study must conceive of cul

tural transmission as a generic concept; that is, its Scope 

should be sufficiently large to incorporate the subordinate 

concepts of education (both formal and informal), socialization, 

and enculturation (see Fig. 1). 

In terms of the present inquiry, then, a rigorous cultural 

transmission study is defined in the following manner: a rigorous cul

tural transmission study satisfactorily addresses all of the selected 

categories; that is, it is concerned with the participants, content, 

location, chronology, process, and function of cultural transmission. 

In addition, the range and scope of such a study are sufficiently broad 

to cover all aspects of cultural transmission in all societies. 
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Development of the Minimum Categories 
Necessary for a Rigorous Model 

What is meant by the term "model"? This term, although fre

quently used, is almost as frequently left unexamined and often mis

used. Many writers are willing to allow broad latitude in defining 

"model". Some commentators have used the term to refer to "anything 

from a physical construction in a display case to an abstract set of 

ideas" (Achinstein 1965, p. 102). In an attempt to attain some control 

over this seemingly amorphous concept, the present study has chosen to 

restrict the types of models to four: isomorphic, formal/mathematical, 

semantical, and heuristic models. The following is a brief discussion 

of each type. 

Isomorphic Models 

Some authors take a very restricted view of the term. For 

example, Greer has suggested that, "it seems most sensible to use the 

term 'model' to refer to a developed theory that is isomorphic to an 

undeveloped one" (1969, p. 149). Similarly Brodbeck notes that when 

"two theories whose laws have the same form are isomorphic or struc

turally similar to each other," and "the laws of one theory have the 

same form as the laws of another theory, then one may be said to be a 

model for the other" (1968, p. 583). This limited conception of model 

is admirable for its symmetry and succinctness, but it appears to 

restrict the use of the term to philosophers of science in that all 

discussion of models would be restricted to the "theoretical" level. 
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Formal/Mathematical Models 

There are some writers who conceive of models within a formal 

or mathematical context. Varma (1976, p. 173), for example, refers to 

a model as "a specified algebraic relationship or a set of relation

ships among measurable attributes or quantities, commonly called 

variables, that can be established by regression techniques." Implicit 

in his definition is some notion of causation rather than mere con

comitance; that is, that "certain effects—dependent variables—are 

sought to be explained through certain causes—independent variables" 

(Varma 1976, p. 173). This writer's objection to such a conception is 

that Varma's definition appears to apply only to quantifiable elements 

amenable to arithematical manipulation; a restriction to which the 

present study is not ready to submit. Such models are found, not sur

prisingly, in the more "formal" sciences such as logic and mathematics. 

Here, a model of a theory is seen as a set of sentences which can be 

matched with the sentences in which the theory is expressed. In this 

sense, the model is seen as being a model of a theory. That is, a 

model is something which presents the theory "purely as a structure of 

uninterpreted symbols" (Abraham Kaplan 1964, p. 268). 

Semantical Models 

Another group of conceptions of "model" might be referred to 

for convenience as "semantical" definitions. This grouping would 

include those definitions which conceive of models as metaphors, simi-

lies, or analogies. Some writers in this vein perceive of models as 

structural analogies. Abraham Kaplan, for example, has suggested that 



61 

some models, "might be called analogues, as a generic term for both 

conceptual and physical isomorphs" (1964, p. 267). Thus, some authors 

speak of the "flow" of electricity, or "a 'current1 exerting a certain 

pressure (the voltage), having a certain volume (the amperage), and so 

on" (Kaplan 1964, p. 265, his parentheses). 

Rossi views a model as a compressed simile or metaphor. He 

conceives of a model as "... an explicitly formulated metaphor con

sisting of a number of interdependent elements. A model thus conceived 

is by definition never part of the data it represents" (1974, p. 243). 

He then draws on an example taken from anthropology: "A participant's 

model, if any, is part of the scientist's data. Since any observation 

by scientists and participants alike implies comparison, it follows 

that any model is at least a double metaphor" (Rossi 1974, p. 243) in 

the sense that it is twice removed from empirical reality. 

Heuristic Models 

Lastly, there are a number of writers who conceive of models as 

heuristic devices. Included in this group are those who view models as 

"useful approximations," such as Achinstein (1965, p. 104) and Hunter 

(1976, p. 272). The latter, for example, reports that models are 

"extremely useful for guiding research on a day-to-day basis because it 

is difficult to jump from the level of grand theory to empirical obser

vation (or vice versa)" (Hunter 1976, p. 272, his parentheses). 

Those writers who advocate an instrumentalist conception of 

scientific theories frequently conceive of models as heuristic devices. 
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Nagel, for instance, distinguishes three components of a theory: 

1. An abstract calculus that is the logical skeleton of the 
explanatory system, and that 'implicitly defines' the 
basic notions of the system; 

2. a set of rules which in effect assign an empirical 
content to the abstract calculus by relating it to the 
concrete materials of observation and experiment; and 

3. an interpretation or model for the abstract calculus, 
which supplies some flesh for the skeletal structure in 
terms of more or less familiar conceptual or visualizable 
materials (Nagel 1961, p. 90). 

Braithwaite defends a similar position when he states, 

To think in terms of the model is therefore frequently the most 
convenient way of thinking about the structure of the theory, 
for it avoids the self-consciousness required in order to have 
before the mind at the same time both the set of propositions 
arranged in a deductive system which is the theory, and the set 
of sentences or formulae arranged in order which is the cal
culus representing the theory (1968, p. 92). 

This review of the literature concerning models has revealed 

four major types: isomorphic, formal/mathematical, semantical, and 

heuristic models. These types are depicted in Table 3 along with 

simplified descriptions and some proponents of each type. It should be 

noted that different writers have employed different conceptions of the 

term "model" at various times as the occasion warranted. 

Theoretical Orientations 

In order to be classified as a rigorous model, it seems evident 

to this writer that a cultural transmission study's concept of what a 

model is should be closely interrelated with a clearly defined and con

sistent theoretical orientation. In order to facilitate an analysis of 

these various studies of cultural transmission as to their theoretical 
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Table 3. Types of Models 

Model Type Description 
Some 

Proponents 

Isomorphic 

Formal/ 
Mathematical 

Semantical 

Two developed theories which are struc
turally similar to each other 

A specified algebraic relationship, 
established by regression techniques, 
between variables 

Models viewed as metaphors, similies, 
or analogies 

Greer 
Brodbeck 

Varma 
Kaplan 

Rossi 

Heuristic Useful approximations or devices fre
quently utilized by those assuming an 
instrumentalist view of science 

Achinstein 
Hunter 
Nagel 
Braithwaite 
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orientations, it was necessary to narrow the theoretical orientations 

utilized in the field of anthropology and education to four: function-

alism, cultural ecology, ethnoscience, and symbolic interactionism 

(much of the discussion which follows is taken from Goetz and Hansen's 

"The Cultural Analysis of Schooling," 1974). Of necessity, distinc

tions between these positions have been simplified and overdrawn. A 

particular study may cross the distinctions and boundaries which 

follow; nevertheless, for the purposes of this analysis, a fourfold 

classification has been made (see Table 4). 

Functionalism 

Functionalism is here defined as that theoretical orientation 

which assumes that socio-cultural structures and institutions comprise 

an interconnected whole. In this view, the socio-cultural system, in a 

similar manner to a living organism, has certain functional requisites 

which are essential to its maintenance and survival. Every part of this 

system has its own particular function. These parts function to main

tain the whole; hence, a functionalist may speak of "cultural deter

minism," i.e., the individual is viewed as responding to the commands 

of cultural forces over which he has little, if any, control (cf. 

Kneller 1965, p. 19). 

Functionalist studies take the macroscopic point of view. They 

are concerned with the workings of the system as a whole. Society is 

viewed as being in a state of equilibrium; however, if a change occurs 

in any part, it will affect all other parts concomitantly. From the 

functionalist point of view cultural transmission is accomplished 



Table 4. A Fourfold Classification of Theoretical Orientations Utilized in Ant 

Functionalism Cultural Ecology 

Assumptions Socio-cultural institutions and 
structures form an interconnected 
system which has, like an organ
ism, certain functional requi
sites necessary for its survival. 
Every part of this system has its 
own particular function. 
These indispensible parts func
tion to maintain the whole. 

The human socio-cultural s 
tem and its environment cc 
stitute a larger whole-an 
ecosystem. 
"Adaptation" is the mechai 
whereby systems develop, 
endure, and change. 

Level of 
Interaction 

Macroscopic-concerned with the 
system of which all are a part. 

Macroscopic-concerned witt 
groups in interrelationshi 

View of Change Society is in a virtually 
unchanging equilibrium. 
A change in any part will affect 
all parts equally. 

Adaptation is constantly £ 
work. 
A change in some parts maj 
produce disproportionate 
changes in others. 

Conception of 
Cultural Trans-

Replication of uniformity only. Replication of uniformity 
only. 

mission 

Conception of 
Educational 
Study 

School or classroom is a self-
contained cultural unit with 
behaviors, expectations, and con
ditions requisite for its main
tenance. 
This unit is analyzed in terms of 
standardized norms, roles, and 
values which mutually contribute 
to the maintenance of the unit. 

Concerned with the dynamic 
interplay among these norn 
roles, and values. 
Interested in the actual 
mechanisms by which the ur 
of analysis adapts to its 
physical ,and social envirc 
ment. 
Might focus on the relatic 
ship between the school ai 
its larger ecosystem. 

Criticisms Societal change occurs only 
through external causes--diffu
sion, conquest, catastrophe. 
Too mechanical and culturally 
deterministic. 
Biased through over-reliance on 
data from studies of small, 
homogeneous, pre-literate 
societies. 

Same as Functionalism's; i 
marily, too macroscopic ai 
too great a de-emphasis oi 
the role of the individual 



heoretical Orientations Utilized in Anthrop ology and Education 

m Cultural Ecology 
Ethno-Science 

(Cognitive Anthropology) Symbolj 

it ions and 
erconnected 
: an organ-
.1 requi-
:s survival, 
tem has its 
>n. 
.rts func-
rhole. 

The human socio-cultural sys
tem and its environment con
stitute a larger whole-an 
ecosystem. 
"Adaptation" is the mechanism 
whereby systems develop, 
endure, and change. 

Defined as "the systematic study 
of the organization of cultural 
knowledge." 
Focus on the individual's "cog
nitive map" which he uses to 
generate culturally appropriate 
behavior. 

Intrested ir 
encing beha\ 
individuals. 
Focus on the 
lines of "ac 
Rejects cult 
interactions 
values, and 
problematic 

with the 
e a part. 

Macroscopic-concerned with 
groups in interrelationship. 

Microscopic-focus on the individual 
and his cultural frame of refer
ence. 

Microscopic-
and groups i 
interaction 

iiy Adaptation is constantly at Change is inherent due to varia Contains inl 
i. work. tion in individuals 1 cognitive social chanj 
'ill affect A change in some parts may maps. 

produce disproportionate 
changes in others. 

ity only. Replication of uniformity 
only. 

Replication of uniformity and 
organization of diversity. 

Replication 
organizatioi 

a self-
t with 
s, and con-
its main-

in terms of 
les, and 
contribute 
the unit. 

Concerned with the dynamic 
interplay among these norms, 
roles, and values. 
Interested in the actual 
mechanisms by which the unit 
of analysis adapts to its 
physical and social environ
ment. 
Might focus on the relation
ship between the school and 
its larger ecosystem. 

Focus on the cognitive maps indi
viduals use to analyze their 
experiences. 
Might study education in terms of 
the individuals associated with 
it: students, teachers, admin
istrators. 

Focus on th< 
interpretat: 
bring to a i 
attempts to 
of interact: 

only 
s—diffu-
rophe. 
turally 

liance on 
mall, 
ate 

Same as Functionalism's; pri
marily, too macroscopic and 
too great a de-emphasis of 
the role of the individual. 

Intense microscopic focus may pre
clude knowledge of most of 
society. 
Range of study very restricted. 
Has largely ignored how cognitive 
maps affect the generation and 
modification of behavior. 

Research tei 
intuitive ai 
may cause d 
replicabili 
tions from : 
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Jcology 
Ethno-Science 

(Cognitive Anthropology) Symbolic Xnteractionism 

cultural sys- Defined as "the systematic study 
of the organization of cultural 
knowledge." 
Focus on the individual's "cog
nitive map" which-he uses to 
generate culturally appropriate 
behavior. 

ronment con-
whole- an 

Lhe mechanism 
ievelop, 
?e. 

Intrested in the "mutually influ
encing behavior of interacting 
individuals." 
Focus on the "fit" of individual 
lines of "action and expectation." 
Rejects cultural determinism— . 
interactions are fluid norms, 
values, and roles are tenuous and 
problematically shared. 

arned with Microscopic-focus on the individual 
alationship. and his cultural frame of refer

ence. 

Microscopic—focus on individuals 
and groups in communication and 
interaction with others. 

nstantly at 

parts may 
rtionate 
s. 

Change is inherent due to varia
tion in individuals' cognitive 
maps. 

Contains inherent explanation of 
social change. 

niformity Replication of uniformity and 
organization of diversity. 

Replication of uniformity and 
organization of diversity. 

he dynamic 
these norms, 
s. 
e actual 
ich the unit 
ts to its 
ial environ-

Focus on the cognitive maps indi
viduals use to analyze their 
experiences. 
Might study education in terms of 
the individuals associated with 
it: students, teachers, admin
istrators. 

Focus on the expectations and 
interpretations participants 
bring to a social situation and 
attempts to analyze the process 
of interaction itself. 

he relation-
; school and 
stem. 

lalism's; pri-
oscopic and 
:mphasis of 
individual. 

Intense microscopic focus may pre
clude knowledge of most of 
society. 
Range of study very restricted. 
Has largely ignored how cognitive 
maps affect the generation and 
modification of behavior. 

Research techniques are highly 
intuitive and subjective which 
may cause difficulties with 
replicability of, and generaliza
tions from findings. 
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through the "replication of conformity" (Wallace 1970, p. 22). Wallace 

explains this concept thusly, 

In many investigations, the anthropologist tacitly, and some
times even explicitly, is primarily interested in the extent 
to which members of a social group, by virtue of their common 
group identification, behave in the same way under the same 
circumstances. For the sake of convenience in discourse, they 
may even be considered to have learned the 'same things' in 
the 'same cultural environment.' Under such circumstances, 
the society may be regarded as culturally homogeneous and the 
individuals will be expected to share a uniform nuclear char
acter (Wallace 1970, p. 22). 

It is through this "replication of uniformity" that individual members 

of a culture come to share "a uniform world view, uniform sets of 

expectations, goals, and understanding" (Goetz and Hansen 1974, p. 4). 

A typical functionalist cultural transmission study would 

select an individual school or classroom as its unit for study. This 

school or classroom would be viewed as a self-contained cultural unit 

with behaviors, expectations, and conditions requisite for its main

tenance as an entity. This socio-cultural unit would then be analyzed 

in terms of etic categories such as "standardized behaviors, expressed 

as norms, roles, and values" which would be "juxtaposed to demonstrate 

their mutual contributions to the system" (Goetz and Hansen 1974, 

p. 6). In addition, a number of functionalist studies have examined 

the function of the school in the total society. 

Functionalism is open to criticism as being too mechanical and 

too culturally deterministic. Others have contended that its con

ception of change as occurring only as a result of external causes, 

such as diffusion, conquest, or catastrophe, is too limited. Moreover, 

this point of view has been accused of bias through its over-reliance 
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on data collected almost exclusively from studies of small, homo

geneous, highly integrated, pre-literate societies. 

Cultural Ecology 

The theoretical orientation here labelled "Cultural Ecology" is 

similar to the functionalist point of view. Cultural ecologists con

ceive of the socio-cultural system and its surrounding environment as 

constituting a larger whole--an ecosystem. The mechanism by which the 

socio-cultural system develops, endures, and changes within its encom

passing ecosystem is adaptation. The cultural ecologist sees "a con

tinual interplay among the various components of the larger ecosystem 

which requires ongoing adjustments on the part of the human population" 

(Goetz and Hansen 1974, p. 4). 

Like the functionalist, the cultural ecologist is interested in 

the macroscopic level of interaction. He would be concerned with 

groups in interrelationship. Cultural ecology has modified the func

tionalist position relative to change in that a change in some part may 

induce a greater change in other parts. Also, the system is viewed as 

being in a constant process of adaptation. The cultural ecologist 

shares the functionalist's notion of the relative uniformity of culture 

which arises out of a "replication of uniformity" conception of the 

process of cultural transmission. 

A cultural transmission study from this perspective would be 

concerned with the dynamic interplay among the same etic categories, 

such as standardized norms, roles, and values, which would be identi

fied by a functionalist study of a socio-cultural system. The cultural 
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ecologist would be interested in the actual mechanisms by which the 

unit under analysis adapts to its physical and social environment. 

Such a study might focus on the relationship between the school and the 

larger ecosystem of which it is a part. The criticisms leveled at 

cultural ecology are basically the same as those aimed at functionalism 

—frequently, these studies are too macroscopic and they often 

de-emphasize the role of the individual. 

Ethno-science 

Ethno-science, also called "cognitive anthropology," has been 

defined as "the systematic study of the organization of cultural knowl

edge" (Goetz and Hansen 1974, p. 4). The ethno-scientist focuses on 

deriving emic categories for the individual's "cognitive map," which 

the individual uses to generate culturally appropriate behavior. 

In contrast to functionalism and cultural ecology, ethno-

scientific inquiries focus on the microscopic level of interaction. 

Ethno-scientists are concerned with the individual and his own par

ticular cultural frame of reference. Due to variations in the percep

tion of cultural norms, values, and roles which are the result of 

variations in individuals' cognitive maps, the ethno-scientist views 

change as inherent in the system. Following Wallace (1970), the ethno-

scientists recognize a greater degree of heterogeneity in the cultural 

base. This heterogeneity is the result of the "organization of 

Note: "Emic" categories are generated by and inherently sig
nificant to a society's participants; "etic" categories are generated 
by scientific observers as a means of classifying all data within a 
generic system. 
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diversity," which Wallace explains thusly, 

When the fact of diversity is emphasized, the obvious question 
must immediately be asked: how do such various individuals 
organize themselves culturally into orderly, expanding, chang
ing societies? When the process of socialization is examined 
closely, it becomes apparent that, within the limits of prac
tical human control and observation, it is not a perfectly 
reliable mechanism for replication. And culture, far from 
being, with the one exception of recent Western civilization, 
a slowly changing, sluggish, conservative beast, appears to 
be a turbulent species, constantly oscillating between the 
ecstasies of revitalization and the agonies of decline. Cul
ture shifts in policy from generation to generation with 
kaleidoscopic variety and is characterized internally not by 
uniformity, but by diversity of both individuals and groups, 
many of whom are in continuous and overt conflict in one sub
system and in active cooperation in another (Wallace 1970, 
pp. 23-24). 

This process supplements the uniform nature of cultural transmission 

encouraged by the replication of uniformity process. 

An ethno-scientific study of cultural transmission would focus 

on the cognitive maps individuals use to analyze and evaluate their 

experiences. Thus, the cognitive anthropologist might study education 

in terms of the individuals associated with it, such as students, 

teachers, and administrators, but from the viewpoint of the participants 

not the observer. 

The ethno-science perspective has been criticized on the 

grounds that its intensely microscopic focus might preclude knowledge 

of most of the society under study. Moreover, the range of such 

studies has been extremely restricted; with many researchers concen

trating on "building logical models of verbal expressions concerning 

kinship relationships" or "color categories or botanical taxonomies" 

(Goetz and Hansen 1974, p. 4). In addition, ethno-scientific studies 



have been accused of being too static, of not accounting for change. 

These studies, while informative, appear to have a limited range of 

application. Finally, ethno-scientists have ignored "the problem of 

how these cognitive maps affect the generation and modification of 

behavior" (Goetz and Hansen 1974, p. 5). 

Symbolic Interactionism 

The last theoretical perspective, symbolic interactionism, is 

concerned with the "transactions between the members of a society and 

between members and their environments over time" (Dobbert 1975, 

p. 22). Symbolic interactionist studies focus on the "mutually influ

encing behavior of interacting individuals" (Goetz and Hansen 1974, 

p. 5). 

Research of this type endeavors to discover the degree of "fit" 

between the actions and expectations of individuals during encounters. 

The symbolic interactionist attempts to "take the role of the other" to 

discover the emic classifications underlying such interactions. This 

position rejects the cultural determinism of the functionalists; 

instead, these interactions are characterized by fluidity. Norms, 

values, and roles, rather than being uniform and universally shared as 

the functionalists would have them, are tenuous, malleable, and 

problematically shared. 

Symbolic interactionists, like ethno-scientists, aim at 

the microscopic level of interaction. The focus is on individuals and 

groups in communication and interaction with other individuals and 

groups. Symbolic interactionism contains an inherent explanation of 
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social change. Both the replication of uniformity and the organization 

of diversity types of cultural transmission processes are believed to 

be at work; a belief also shared by the ethno-scientists. 

A cultural transmission study from this perspective would focus 

on "the expectations and interpretations that participants bring to a 

social situation" and the analysis of "the process of interaction 

itself" (Goetz and Hansen 1974, p. 7). Further, the researcher would 

examine "the ways in which the participants will mutually adjust to one 

another's perceived positions" (Goetz and Hansen 1974, p. 7). Since 

symbolic interactionist research techniques are highly intuitive and 

subjective, such studies have been criticized for difficulties 

associated with replicability. Another criticism of this perspective 

is that generalizations from such data may be difficult and open to 

question. 

After reviewing the literature concerning models, it appears 

that the following minimum categories must be present: 

1. A study which is rigorous as a model must proceed from and be 

interrelated with a clearly defined and consistent Theoretical 

Orientation. For the purposes of the present inquiry, this 

category will be judged as having been met by any study which 

is readily identifiable as aligned with a particular theo

retical orientation as outlined above (see Table 4.) 

2. A study which is rigorous as a model must operate out of a 

clearly defined and consistent conception of what its author 

means by the term "model"; i.e., its Status as a model must be 



satisfactory. For the purposes of the present inquiry, this 

category will be judged as having been met by any study which 

is readily identifiable as a particular type of model according 

to the discussion above (see Table 3). 

In order to be considered as a rigorous model by this author, a spe

cific study must meet both of the above categories. Thus, a rigorous 

model, in terms of the present inquiry, operates out of a clearly 

defined and consistent conception of what a model is, and this concep

tion is interrelated with a clearly defined and consistent theoretical 

orientation. 

The search for the minimum categories for a rigorous cultural 

transmission model has revealed the following categories: 1) Partici

pants, 2) Content, 3) Location, 4) Chronology, 5) Process, 6) Function, 

7) Range, 8) Scope, 9) Theoretical Orientation, and 10) Status. 

Selection of Criteria for Evaluating Categories 
and Formation of Matrix for Examining 

Cultural Transmission Models 

After selecting the ten categories to be used in the present 

study, the next step was to choose the criteria for evaluating each of 

these categories. To this end, this inquiry employed the three classi

cal questions of epistemology: 

1. What do you know? 

2. How do you know? 

3. How do you know you know? 
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In terms of the present inquiry these questions become questions about 

the content, context, and evaluation of the categories selected above. 

In Chapter 4 each study will be confronted with the following 

three questions with respect to the approach it takes to each of the 

selected categories: 

1. What approach to the category is taken? 

2. How does this approach compare with other approaches of other 

models? 

3. Is this a satisfactory approach in terms of meeting the 

standard of rigor selected for this category? 

It should be noted that the first of these questions deals with the 

content of each study's approach to a particular category. In the 

critique which follows, a description of each study's approach to a 

category will suffice. The second of these questions has to do with 

the contexturalization of a study's approaches to these categories with 

respect to the approaches of the other selected studies. The last, and 

most important, question has to do with an evaluative judgment about a 

study's approaches to these categories. This evaluation is discussed 

below. 

The next step was to arrange the selected categories and cri

teria into a framework in order that the models listed in Chapter 2 

might be evaluated. Without such a framework, models cannot be juxta

posed effectively, nor can any constellation of concepts be rejected 

from status as a rigorous cultural transmission model on any but an 

arbitrary basis. It was determined that the most useful way to 



construct such a framework was to arrange the selected categories down 

one side of a matrix and to examine each of the models as to each of 

the criteria in turn. The resultant matrix is Table 5. 

Determination of Standards of Rigor for 
Each Category 

As mentioned above, an evaluative assessment of each of the 

selected studies is made in the next chapter. In order to make such a 

judgment, a standard of rigor for each category was selected against 

which to measure a study's approach to each category. These standards 

of rigor were developed by combining the minimum categories for a 

rigorous cultural transmission study and the minimum categories for a 

rigorous model. Within the parameters of the third question mentioned 

above, a standard of rigor resulted for each category. This procedure 

is illustrated by Fig. 13. 

The standards of rigor for each category which resulted from 

this procedure are listed below: 

1. A rigorous cultural transmission model must be concerned with 

all of the participants involved in the transmission of cul

ture. 

2. A rigorous cultural transmission model must deal with the 

entirety of the content of this process. 

3. A rigorous cultural transmission model must delineate all of 

the locations where this process occurs. 

4. A rigorous cultural transmission model must discuss the com

plete chronology of this process. 
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Table 5. A Matrix for Examining Cultural Transmission Models 

^sCriterion 

Category^. 

What approach 
to the category 
is taken? 

How does this 
approach compare 
with other 
approaches? 

Is this a satis
factory approach 
in terms of the 
present inquiry? 

1. Partici
pants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 
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Category 

Criterion 

v 
•^Standard of Rigor 

Fig. 13. Generation of Standard of Rigor for Each Category 

5. A rigorous cultural transmission model must be concerned with 

the entire process of cultural transmission. 

6. A rigorous cultural transmission model must deal with all of 

the functions (recruitment, maintenance, and change) of this 

process. 

7. A rigorous cultural transmission model must possess a range 

which is broad enough to cover all societies, pre- and post-

literate. 

8. A rigorous cultural transmission model must conceive of the 

scope of cultural transmission as a generic concept incor

porating socialization, enculturation, and education; in addi

tion, education should be viewed as a similarly broad concept 

which encompasses both formal and informal instruction. 

9. A rigorous cultural transmission model must present a clearly 

defined and consistent theoretical orientation as it confronts 

all of the process of cultural transmission. 

10. A rigorous cultural transmission model must attain an appro

priate status as a model as it addresses all the process of 

cultural transmission. 
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Thus, a rigorous cultural transmission model, in terms of the present 

inquiry, is defined by this author in the following manner: 

A rigorous cultural transmission model operates out of a 
clearly defined and consistent conception of what a model is 
which is interrelated with a clearly defined and consistent 
theoretical orientation as it examines all of cultural 
transmission, including the participants, content, location, 
chronology, process, and function of cultural transmission, 
in all societies. 

When the standards of rigor for each category are placed within the 

matrix constructed above, an instrument for examining cultural trans

mission models is produced (see Table 6). 

Summary 

In this chapter the minimum categories necessary for a rigorous 

study of cultural transmission and for a rigorous model were developed; 

the criteria with which to evaluate such studies in terms of these 

categories were selected; standards of rigor for each category were 

established; and a matrix composed of these categories and standards 

was constructed. In the critique which follows, each of the studies of 

cultural transmission enumerated in Chapter 2 is placed within this 

matrix and evaluated with respect to its status as a rigorous cultural 

transmission model. 



Table 6. A Matrix for Examining Cultural Transmission Models including Standards of Rigor 

^sCriterion 

Category 

What approach 
to the category 
is taken? 

How does this 
approach compare 
with other 
approaches? 

Is this a satisfactory approach in terms of the 
present inquiry? 

1. Partici
pants 

- A rigorous cultural transmission model must be 
concerned with all of the participants involved in 
the transmission of culture. 

2. Content A rigorous cultural transmission model must deal 
with the entirety of the content of this process. 

3. Location A rigorous cultural transmission model must delin
eate the locations where this process occurs. 

4. Chronology A rigorous cultural transmission model must dis
cuss the timing of this process. 

5. Process 
-

A rigorous cultural transmission model must be 
concerned with the entire process of cultural 
transmission. 

6. Function A rigorous cultural transmission model must deal 
with the recruitment, maintenance, and change 
functions of this process. 

7. Range A rigorous cultural transmission model must pos
sess a range broad enough to cover all societies. 

8. Scope A rigorous cultural transmission model must con
ceive of cultural transmission and education in 
the most generic terms. 

9. Theoretical 
Orientation 

A rigorous cultural transmission model must pre
sent a clearly defined and consistent theoretical 
.orientation as it confronts all of this process. 



Table 6—Continued 

10. Status A rigorous cultural transmission model must attain 
an appropriate status as a model as it addresses 
all of this process. 



CHAPTER 4 

A COMPARISON AND ANALYSIS OF CULTURAL 
TRANSMISSION MODELS 

In this chapter the studies of cultural transmission described 

in Chapter 2 are placed within the evaluative matrix developed in the 

preceding chapter (see Fig. 13) for the purposes of comparison and 

analysis. The procedure followed here consists of examining each of 

the eight cultural transmission studies in terms of this matrix. 

In the critique which follows, a specific study will be con

sidered as "Satisfactory" with respect to a given category if, in the 

opinion of this writer, it confronts the standard of rigor for that 

category in an explicit and comprehensive manner; anything less will be 

considered "Unsatisfactory." Thus, a study will be evaluated with 

regard to each category in an "either-or" fashion. In order for a 

particular study to be accorded the label of "rigorous cultural trans

mission model," it must satisfactory address all of the standards of 

rigor for all of the selected categories. It is the contention of the 

present inquiry that the above procedure is the most efficacious manner 

of making valid assessments about these studies in terms of their 

status as rigorous cultural transmission models. 

80 
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Critique of Fortes's "Synoptic Chart of 
Educational Development" 

Category: Participants—Evaluation: 
Satisfactory 

Fortes is very clear as to the participants in Tale education; 

namely, everyone in the society. Since all members of the society 

expect normal behavior from the child, commensurate with his level of 

maturity, no one hesitates to instruct or reprimand him. Disciplinary 

punishment is thought to be necessary on occasion, especially with 

respect to instilling morals and manners. Fortes reports that children 

receive their education not only from adults, but also from older 

children, and that, in some circumstances, every pupil may also become 

a teacher. He adds, however, that the most fundamental educational 

relationship is not "that of children to children but of children to 

parents" (Fortes 1938, p. 16). This relationship coincides with what 

he has to say concerning identification, mimesis, and cooperation. 

Category: Content—Evaluation: 
Satisfactory 

Although Fortes states that he intends to concentrate on the 

process of cultural transmission, he has much to say about the content 

of this process. For example, he lists interests, observances, and 

skills as composing the educational content of a Tale child's educa

tion. 

"Interests" are preferences exhibited by the Tale child for 

certain people and activities over others. By "skills" Fortes means 

manual and non-manual types of activities which are viewed as "the 
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end-results of education" and which he feels represent "the cognitive 

and motor aspects of activities rooted in developing interests and 

fostered by the expectation of normal behavior" (1938, p. 31). 

"Observances" are "ritual, moral and ethical values, norms and obliga

tions, as well as rules of etiquette and standards of correct conduct 

in general" (Fortes 1938, p. 33). These factors require no validation 

other than the fact that "normal and equable social relations would be 

impossible without them ... they are indispensable for satisfactory 

social adjustment" (Fortes 1938, p. 33). 

Learning a skill and learning the correct observances have much 

in common, but Fortes contends there is the following significant dif

ference, 

When a child is learning a skill he has the test of objective 
achievement to evaluate his progress and to stimulate him to 
further effort; when he is learning how to behave properly the 
only test of attainment is the reaction of other people and 
his own sense of the adequacy or inadequacy of his conduct. 
One can observe, in consequence, that both children and adults 
are very sensitive to ridicule of a lapse in manners or morals 
but are fairly indifferent to ridicule of poor skill (Fortes 
1938, p. 34). 

For Fortes, observances comprise "ritual, moral and ethical 

values, norms and obligations, as well as rules of etiquette and 

standards of correct conduct in general" (1938, p. 33). What is most 

interesting to this writer is that Fortes conceives of these interests, 

skills, and observances not as discrete categories, but as part of what 

he terms "schemas." These schemas are the total patterns which make up 

the texture of a particular society's cultural behavior. According to 



83 

Fortes, these patterns do not accumulate in a piecemeal manner, but 

they are present throughout the child's life. 

Thus, Fortes conceives of Tale education as an entity in which 

interests, skills, and observances are learned conjointly, not in iso

lation from each other. This observation leads Fortes to remark that, 

These total patterns which constitute the texture of Tale cul
tural behaviour are not built up bit by bit, by addition, 
during the course of a child's life. They are present as 
schemas from the beginning. My observations suggest that the 
course of development is somewhat as follows: at first the 
child acquires a well-defined interest associated with a 
postural diagram of the total pattern. The postural diagram 
is, as it were, a contour map, extremely simplified and crude 
but comprehending the essential elements and relations of the 
full pattern. Further experience strengthens and amplifies 
the interests at the same time as it causes the details of 
the postural diagram to be filled out, making it more and 
more adaptable and controllable, producing more discriminatory 
responses to real situations, and linking it up with other 
patterns of behaviour and with norms of observance. The total 
pattern is not built up brick by brick, like a house, but 
evolves from the embryonic form (Fortes 1938, pp. 42-43). 

One last word on the content of Tale cultural transmission. Fortes 

reports a chief as remarking, "our ancestor shrines are our books" 

(1938, p. 12). As to the content of these "books," however, Fortes is 

silent. 

Category: Location--Evaluation: 
Satisfactory 

Fortes's study is satisfactory here for he discusses the 

various sites of Tale cultural transmission. He mentions, in passing, 

rituals, ceremonies, and shrines but never provides details about them. 

His study does, however, focus on the importance of the family, and the 
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kinsfolk, in Tale education, and many examples are given of educational 

activities within these contexts. 

Category: Chronology—Evaluation: 
Satisfactory 

Fortes reports that "education is a social process, a temporal 

concatenation of events in which the significant factor is time and the 

significant phenomenon is change" (1938, p. 6). And further, 

Between birth and social maturity the individual is trans
formed from a relatively peripheral into a relatively central 
link in the social structure; from an economically passive 
burden into a producer; from a biological unit into a social 
personality irretrievably cast in the habits, dispositions 
and notions characteristic of his culture (1938, p. 6). 

Fortes follows-up on this statement as to the chronology of the Tale 

child's education in the form of his "Synoptic Chart of Educational 

Development" (see Table 1). 

Category: Process—Evaluation: 
Satisfactory 

Fortes intended the major thrust of his study to be towards the 

process of cultural transmission in Taleland. His discussion of how 

the content of Tale culture is passed from one generation to the next 

centers on two concepts: the "expectation of normal behavior" and 

"social space." 

Fortes contends that, from the genetic point of view, four 

groups of factors—physiological, psychological, social, and cultural— 

determine social behavior. These groups of factors were intercor-

related in Taleland to the extent that, unlike many industrial soci

eties, there was a parallelism exhibited between physiological and 



psychological development on one hand, and social and cultural develop

ment on the other. 

From early infancy Tale children are expected to cooperate, to 

a degree commensurate with their ability, with adults and their peers. 

This cooperation is brought about, in the main, by the "expectation of 

normal behavior." By this concept Fortes means that "In any given 

social situation everybody takes it for granted that any person par

ticipating already knows, or wants to know, how to behave in a manner 

appropriate to the situation and in accordance with his level of 

maturity" (Fortes 1938, pp. 25-26). This type of expectation is also 

to be found in industrialized societies as well. But in Taleland, "it 

is the most effective factor in the inculcation of a wide range of 

social behavior from bowel and bladder control to ritual motions, and 

from economic skills to sexual habits" (Fortes 1938, p. 28). It is 

this "expectation" which is the force behind the inter-psychic aspect 

of cultural transmission in Taleland. 

Fortes feels that this expectation of normal behavior affects 

the child in that, 

The child is from the beginning oriented towards the same 
reality as its parents and has the same physical and social 
material upon which to direct its cognitive and instinctual 
endowment. The interests, motives, and purposes of children 
are identical with those of adults, but at a simpler level of 
organization, hence the children need not be coerced to take 
a share in economic and social activities. They are eager to 
do so (1938, p. 6). 

Of course, idiosyncratic behavior does appear; tantrums are not 

unknown, and personal quirks are present. 
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As a result of these considerations, Fortes perceives a unity 

between the social spheres of adults and children. This unity brings 

about a correspondence between adults' and children's conceptions of 

education. Both groups view education as a desirable, even necessary, 

part of becoming Tale. 

Fortes considers mimesis, identification, and cooperation to be 

the three fundamental learning processes among the Tale. Mimesis, or 

imitation, occurs "a) as a response to direct stimulation; b) as an 

adaptation to a situation the child does not know how to deal with on 

the basis of its attainments at the time; c) in play, when it is 

rehearing in fantasy its interests and the life of the world about it" 

(Fortes 1938, p. 45). A striking feature of social development among 

these people, as observed by Fortes, is the degree of overt identifi

cation with parents and older siblings shown by the Tale child. Like

wise, he sees cooperation is a large part of the day-to-day lives of 

these children. This facet of their growth is particularly evident 

with respect to the economic activities to which the child makes a real 

contribution commensurate with his capacity as determined by his 

maturity. 

Fortes proposes a concept which he calls "social space" to 

account for the role of the individual in the educative process. 

"Social space," according to Fortes, is a product of that portion of 

the environment and social structure with which the individual is in 

effective contact. In other words, "the social space is the society in 

its ecological setting seen from the individual's point of view" 



(Fortes 1938, p. 17). There is a reciprocal relationship between the 

individual and his social space in that, on the one hand, the indi

vidual 's "range of experiences and behavior are controlled by his 

social space, and on the other, everything he learns causes it to 

expand and become more differentiated" (Fortes 1938, p. 17). As a 

natural consequence of growth, Fortes believes that the child's social 

space widens apace with his development. In fact, in the evolution of 

an individual's social space Fortes discovers a measure of the child's 

educational development which is brought about "not only by accretion 

to, but also by differentiation of, his or her field of social 

activity" (Fortes 1938, p. 18). 

Category: Function—Evaluation: 
Unsatisfactory 

This study does not satisfactorily confront the function cate

gory even though Fortes's work is adequate with regard to the recruit

ment and maintenance aspects of this category. Of these aspects he 

notes, 

Education is not an entirely unwitting process among the Tal-
lensi. They set a high, and indeed over-determined, value on 
their culture, and are fully aware of the fact that its con
tinuity depends upon adequate transmission to their descen
dants. ... The ancestor cult and family morality combine to 
imbue every man and woman with an intense sense of their 
continuity, both physical and psychological, with their 
parents on the one hand and their children on the other (1938, 
pp. 11-12). 

Thus, it would seem that much effort is expended in attempting to 

recruit children into full membership in Tallensi society and to assure 

the maintenance of that society's cultural heritage. 



88 

This study's greatest substantive weakness appears to be with 

regard to the "change" aspect. Change is mentioned in passing; how

ever, no comprehensive account is made with respect to how cultural 

change would occur in Taleland. In fact, Fortes's work seems to foster 

a conception of Tale culture as being etched in stone with no possi

bility for alteration. What there is about cultural change is implicit 

in his discussion. In fact, his "Synoptic Chart" affords no room for 

change at all. Fortes's study is deficient in this aspect; therefore, 

it is unsatisfactory in meeting the standard of rigor for the function 

category. 

Category: Range—Evaluation: 
Unsatisfactory 

Fortes tells us that he has attempted an "empirical" study. He 

reports that his observations were made "in the course of a field study 

of the Tallensi the object of which, in accordance with the usual 

ethnographic method, was the entire society and its culture" (Fortes 

1938, p. 7). Fortes apparently utilized the standard methodology of 

ethnography—participant observation, description, and use of infor

mants, but this is implied and not stated in his study. Nevertheless, 

his work is an excellent ethnography; however, its range is too 

restricted. Fortes states, "In this paper I shall try to delineate 

briefly how it (education) occurs in one African society, that of the 

Tallensi of the Northern Territories of the Gold Coast" (1938, p. 10, 

parenthesis added). It is obvious that he embarked upon a study of one 

pre-literate society; he did not attempt to develop some comprehensive 
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theory of cultural transmission. It is also unclear, as Gearing points 

out, "whether Fortes intends the three named learning processes to be 

specific to the Tallensi or universally basic by the nature of the 

human psyche" (Gearing 1973d, pp. 1231-1232). In any event, it is evi

dent that Fortes did not attempt to explain all aspects of the process 

of cultural transmission in all societies; his work is unsatisfactory 

in this respect. 

Category: Scope—Evaluation: 
Satisfactory 

The "Synoptic Chart" contains satisfactory concepts of the 

scope of both "cultural transmission" and "education." At the begin

ning of his article, Fortes states that "education in the widest sense 

is the process by which the cultural heritage is transmitted from 

generation to generation" (1938, p. 5), and that schooling is only a 

part of this process. Later, he notes that, 

Education is a social process, a temporal concatenation of 
events in which the significant factor is time and the sig
nificant phenomenon is change. Between birth and social 
maturity the individual is transformed from a relatively 
peripheral into a relatively central link in the social 
structure; from an economically passive burden into a pro
ducer; from a biological unit into a social personality 
irretreivably cast in the habits, dispositions and notions 
characteristic of his culture (Fortes 1938, pp. 6-7). 

Thus, Fortes satisfactorily addresses the standard of rigor for the 

scope category. 
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Category: Theoretical Orientation— 
Evaluation: Satisfactory 

In terms of the four theoretical orientations described in 

Chapter 3, Fortes's study would be considered as having a functionalist 

theoretical orientation. This "label" is the result of an examination 

of his work in terms of its theoretical dimensions. For example, he 

gives the impression that Tale society is relatively unchanging. This 

conception of a society in equilibrium is essentially functionalist, as 

is Fortes's concept of the primary function of education to be the 

fostering of social behavior. 

Fortes also states that his work takes the "sociological 

approach," which he relates to the work of Firth, Radcliffe-Brown, 

Malinowski, and Durkheim—all of whom have been identified with func

tionalist theory. Also, Fortes mentions that his study rests on the 

axiom that the function of education is to mould individuals to the 

social norm. And later, he notes that "social behaviour among primitive 

people appears to be more standardized than among ourselves" (Fortes 

1938, p. 7). Later, he comments upon the "essential homogeneity of the 

social sphere for all of the Tallensi" and that "the dynamic relation

ships of the individual to his community are the same everywhere in 

Taleland" (Fortes 1938, p. 10). All of these statements correspond to 

the "replication of uniformity" concept mentioned above—a concept 

which is a characteristic of functionalism. 
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Category: Status—Evaluation: Unsatisfactory 

Fortes never mentions the term "model," nor does he make an 

attempt at presenting an "abstract calculus" or any other concept which 

would form the logical skeleton of a theoretical system of cultural 

transmission. Fortes does discuss a concept he calls "schemas," but he 

never elaborates on what he intends schemas to encompass. Gearing 

notes that the concept of "schemas" may be "a powerful heuristic, or it 

may be more" (Gearing 1973d, p. 1231). The assumption here is that 

Fortes might have been able to develop his "schemas" into a model. 

This concept may be more, but Fortes does not make it more, and, hence, 

his study is unsatisfactory here. 

The "Synoptic Chart of Educational Development" presented by 

Fortes might be construed as a "model" by some, but it is more 

accurately viewed as a concatenation of what Fortes calls "the main 

trends of the development of their interests- and skills" (Fortes 1938, 

p. 62). Fortes himself labels this chart "crude and approximate" 

(Fortes 1938, p. 62). It seems more appropriate to view Fortes's study 

as a descriptive ethnography. Fortes's work has little or no status as 

a model and does not satisfactorily confront this standard. 

Summary 

Fortes's work satisfactorily confronts a number of the selected 

standards of rigor (Table 7). His discussion of the participants, 

content, location, chronology, and process aspects of Tale education 

are sufficient. Also, Fortes presents appropriate conceptions of the 

theoretical orientation and the scope of his study. However, he 
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Table 7. Summation of Fortes Critique 

Category Content Evaluation 

1. Participants All members of society Satisfactory 

2. Content Interests, observances, and skills 
are part of "schemas" Satisfactory 

3. Location Various sites are discussed; focus 
on the family Satisfactory 

4. Chronology "Synoptic Chart of Educational 
Development" Satisfactory 

5. Process "Expectation of normal behavior" 
"Social space" 
"Mimesis, identification, and 
cooperation" Satisfactory 

6. Function Does not account for change Unsatisfactory 

7. Range Restricted to the Tallensi Unsatisfactory 

8. Scope Utilizes generic terms; education 
is "the process by which the 
cultural heritage is transmitted 
from generation to generation" Satisfactory 

9. Theoretical 
Orientation Functionalism Satisfactory 

10. Status An ethnography; not a model Unsatisfactory 
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neglects to account adequately for the change aspect of the function 

standard and for the range and status standards of rigor. Therefore, 

his study is not a rigorous cultural transmission model as defined by 

the present inquiry. 

Critique of Henry's "Cross-Cultural 
Outline of Education" 

Category: Participants—Evaluation: 
Satisfactory 

Henry records the findings of previous researchers (including 

Fortes) that in pre-literate societies the kin group is usually respon

sible for the education of its children. This situation he contrasts 

with modern societies where a great deal of education is conducted by 

teachers who are not related to their students. He discovers another 

difference in pre-literate education in the function of the peer group. 

In both types of societies peer groups act to reinforce conformity to 

cultural standards, but peers in industrial society, Henry contends, 

frequently foster rebellion and juvenile delinquency. He concludes 

that "this capacity to take rebellion as a standard of conformity to 

peer-group mores is related to the fact that in the long run children 

in contemporary society will not, as in many peasant and pre-literate 

cultures, receive their economic foundation in life from their parents" 

(Henry 1960, p. 283, his emphasis). The "Outline" satisfactorily 

address the standard of rigor for this category. 
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Category: Content—Evaluation: 
Satisfactory 

Henry's study is satisfactory here in that he set out to 

catalog what is taught in any situation, and the entire first section 

of his "Outline" is devoted to this topic. In this section he observes 

that human behavior is organized everywhere "relative to a specific 

universe that is culturally determined, and that, accordingly, we need 

to know for each such universe what subject matter education includes" 

(I960, p. 268). Just as efforts are made to insure that certain items 

are included in the educational process, each society also attempts to 

exclude other items. Henry calls this latter process "disjunction" and 

discusses it at length. 

Henry lists three major content areas: values, object system, 

and world view. The first of these he defines as "any normative idea 

or sentiment ... that serves as an organizer of culturally standard

ized behavior" (1960, p. 273). Henry points out that learning occurs 

within a context of values from which it is important to separate the 

bare subject matter in question. Fortes's notion of the "expectation 

of normal behavior" would seem to be a related concept. 

Henry defines the "object system" of a society as that "complex 

of associations that attaches to objects of material culture" (I960, 

p. 275). This object system is one of the central foci of each 

society's educational process, according to Henry, and considerable 

effort is expended in developing the appropriately "respectful" atti

tudes towards that society's material culture. 

' • 
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Henry considers the world view of a culture to be crucial to 

the educational process, and he believes that this factor is frequently 

associated with a society's concept of change. Henry labels as 

"isolate-static" a society's world view in which the society sees 

itself as isolated from the rest of the world, fixed in respect to its 

spatial orientation on the earth's surface, and static in regard to 

change" (Henry 1960, p. 273). Contra-wise, a society with a 

"communicate-changing" world view is defined by him as being "in com

munication with the surrounding world, is expansive with regard to its 

orientation on the earth's surface, and dynamic in regard to change" 

(1960, p. 273). To this writer, there seems to be a correspondence 

between Henry's two types of world views and the old "Gemeinschaft" and 

"Gesellschaft" concepts delineated by Tonnies (1967). 

Category: Location—Evaluation: Satisfactory 

Henry states that permanent buildings serving as schools are a 

feature of literate societies. He also notes that "the use of build

ings for systematic instruction, whether a teacher's home or a separate 

school building, seems to be associated with literacy, occupational 

specialization, and target-seeking learning" (1960, p. 277). According 

to the "Outline", when education is characterized by more diffuse types 

of learning, ceremonies and personal relations are the foci of the 

educational process. Hence, although the limited scope of Henry's 

study (discussed below) restricts his discussion of this aspect, his 

outline satisfactorily confronts this standard. 



Category: Chronology—Evaluation: 
Satisfactory 

One of the strengths of the "Outline" is its treatment of the 

chronology of the process of cultural transmission. Henry states that 

"all societies have recognized that children of different ages are 

capable of learning different things, although they may differ in 

opinion with respect to the specific age at which children are capable 

of learning some one thing" (1960, p. 290). Henry's statement agrees 

with Fortes's earlier remarks on the subject. It appears to be true 

that, as Henry avers, the age at which a child is taught something, or 

is expected to learn it himself, is a function of the total culture. 

Henry believes, and in this respect he is joined by many others, that a 

society's conceptions concerning its own social organization and the 

innate nature of children, plus its notions of manners, courtesy, 

expected behavior, and so forth, all affect the time variable in the 

educative process of each child. Henry concludes his discussion of 

this aspect with a listing of four factors which he felt determine what 

is taught to children at a particular time in their lives: "1) what 

there is to learn; 2) the objective physical and intellectual maturity 

of the child, as well as the members of the culture are able to per

ceive it; 3) the attitude toward children—which, of course, may 

seriously modify the culture's perception of 2; and 4) the major goals 

of the culture" (1960, p. 290). 



Category: Process—Evaluation: Satisfactory 

Henry views society's role in education as essential. In his 

introduction he states that "the outline and text are concerned solely 

with education as a social process" (1960, p. 267). Major sections of 

the resulting outline deal with teaching methods, rewards and punish

ments, and the individuals who serve as educators. He discusses dis

cipline at length—the "Outline" has sections devoted to positive and 

negative assertion, and to techniques for inflating and deflating the 

child's ego. Henry discovers the causes of the multiplicity of these 

discipline techniques and the severity of the discipline problem in the 

fact that the "children are not interested in being educated; the 

children are not interested in being educated because of the lack of 

unity between education and the rest of the social sphere. It may also 

be that the children lack interest because the social goals are unin

spiring even when they can be clearly perceived--and who can clearly 

perceive them?" (1960, p. 301). 

Although Henry's outline focuses on the educator's standpoint, 

it nevertheless addresses some of the same subjects as Fortes's study. 

Both of these writers discuss interests, observances, mimesis (which 

Henry labels "imitation"), identification, and cooperation. Also, 

Henry discusses "tasks" (what Fortes calls "skills") at length. Henry 

takes a special slant on the topic of tasks, however, by elaborating 

extensively on what he calls "jamming the machine" (1960, p. 278) which 

occurs when the child is assigned tasks beyond his immediate capacity 

to perform. 
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As to the actual educational process, Henry holds that this is 

based upon listening, watching, and doing. Henry notes that different 

cultures may place different stress on these activities. He finds that 

contemporary cultures have, 

Substituted reading for much of listening, and even of watch
ing, since written directions accompanied by diagrams can 
replace watching. On the other hand, the American stress on 
'learning by doing' suggests an 'action' approach to educa
tion. It seems possible that, while learning by doing may 
lead to an early mastery of, let us say, agricultural tech
niques, it may lead to a premature sense of mastery in paint
ing, with consequent poor production (Henry 1960, p. 280). 

The "Outline" lists several specific techniques concerning the 

process of cultural transmission. One of these techniques Henry labels 

"Problem-Solving" which he says refers to the "analytico-synthetic 

processes that bear on the logic of the situation" (p. 277).. Another 

technique Henry calls "guided recall" in which the teacher directs the 

student toward a "correct" response which has been predetermined by the 

teacher. This latter process would seem, to this writer, to obviate 

any efforts as to problem-solving or "thinking" on the part of the 

student. The "guided recall" technique is the process which 'was used 

most frequently in the schools studied by Henry. 

In addition, Henry has much to say about the use of the mind, 

the process of "thinking" (which he says he observed only infrequently), 

and the child's attitude toward the educational content being pre

sented. It is with respect to this last aspect that Henry discovers, 

for him, the greatest difference between literate and pre-literate edu

cation. In the former type of society, the child seems frequently to 

be bored, inattentive, and indifferent to what is being taught, whereas 



in pre-literate societies, the child frequently perceives a relevance 

between what is being taught and his present and future life (Fortes, 

Mead, and others have remarked upon this difference as well). 

Henry feels that, due to the difference observed in education 

in pre- and post-literate societies, children in industrial societies 

are subjected often to two phenomena which are actually antithetical to 

the cultural transmission process. The first phenomenon he calls 

"disjunction," which occurs when the child withdraws mentally from the 

educational situation although he remains physically present. Henry 

says this state is present, for example, when a child keeps his hand in 

the air indicating a desire to respond to a teacher's question but is 

unable to answer when called upon. In this situation Henry says the 

child is a non-participant; he is responding to the social requirements 

of the context only. The other disruptive mechanism is what Henry 

labels "jamming the machine." Using an analogy from communication 

theory, Henry describes this phenomenon as occurring when a child is 

pressured, by the teacher or the situation, beyond his capacity to per

form. This condition can result in "blackboard paralysis"; a bio-

social phenomenon which Henry defines as "a critical moment in the 

educational process at which massive pressures are brought to bear on a 

child to get him to perform an incompletely mastered task within a 

narrowly limited time" (Henry 1960, p. 278). Henry and his colleagues 

observed this "paralysis" time after time in the classrooms they 

studied. Henry's extensive discussion of the processes underlying 



100 

cultural transmission satisfactorily confronts this category's standard 

of rigor. 

Category: Function—Evaluation: 
Satisfactory 

The "Outline" satisfactorily addresses the recruitment, main

tenance, and change aspects of the standard of rigor for this category. 

Henry states that adults of tribal societies have vested interests in 

the child they teach which inevitably arise out of a concern with the 

perpetuation of that society's culture, and, not coincidently, their 

status therein. He concludes that the dominant social group almost 

always tends "to organize the educational system so as to strengthen 

and maintain its own position" (Henry 1960, p. 284). 

One of the strengths of Henry's study is its treatment of cul

tural change. He notes that, 

In the history of Western civilization new knowledge was a 
threat to traditional status relationships, whether between 
classes or between sexes, and fear of this threat remains. 
For this reason a prime effort in Western civilization has 
been to tame new knowledge and direct it in such a way that 
it would strengthen the traditional social structure rather 
than unhinge it (1960, p. 292). 

Henry then presents a formula which he describes as a "general socio

logical law of knowledge and social change" (p. 292). This formula is 

A = f (ak); where "A" equals adaptation, "a" equals some social-

structural relevance variable, and "k" the increment in knowledge. 

The essence of this formula is that "social change is a func

tion of new knowledge and the social-structure-relevance of that 

knowledge" (Henry 1960, p. 292). From this basis, Henry speculates 
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that if a closed social system is inundated by new knowledge (i.e., if 

"k" increases greatly), then the adaptation required (A) will be too 

great causing the old social system to collapse. On the other hand, an 

open-class social system exploits new knowledge and is able to sustain 

itself despite increased adaptational pressure, according to Henry. He 

concludes that "1) knowledge circulates among social-status groups more 

readily in open social-status systems than in closed social-status 

systems, and 2) new intellectual horizons are revealed more readily in 

open social-status systems than in closed social-status systems" (Henry 

1960, p. 292). Thus, Henry's outline satisfactorily meets the function 

standard. 

Category: Range—Evaluation: Satisfactory 

Henry compiled the "Outline", at least in part, in response to 

a perceived need for a general outline of education which the anthro

pological field worker could use in the field. In this sense, the 

"Outline" is to some extent an expansion of the section on education in 

Murdock's Outline of Cultural Materials (1938). Henry felt that with 

his outline, "the scientist would not need to rely solely on his 

creative imagination and on works that are often incomplete and focused 

on particularistic interests, for he would have available also a 

methodological tool that might help increase the scope of his observa

tions" (Henry 1960, p. 267). Although the "Outline" concentrates on 

schooling, Henry does account for both pre- and post-literate educa

tion; hence, his study is satisfactory with respect to the range 

standard of rigor. 
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Category: Scope—Evaluation: Unsatisfactory 

The "Outline" is unsatisfactory here because Jules Henry con

sidered his "Cross-Cultural Outline of Education" to be only "a partial 

inventory of the materials humans must learn and of teaching methods" 

(1960, p. 268). Within the self-imposed restrictions of his outline, 

Henry was very successful in enumerating the content of the educative 

process. However, the scope of his work is restricted solely to 

schooling. Henry very explicitly defines the limitations of his study: 

Much material that one might wish to see included in an out
line of education is concerned largely with personality, with 
physiological pathways to enculturation, and with the con
ditioning of the very young child while feeding, eliminating, 
or, in general, in close physical contact with his family. 
The present outline, however, deals primarily, though not 
exclusively with children about six years of age and older, 
and concentrates on the formal, conscious aspects of educa
tion. Furthermore, since the outline and text are concerned 
solely with education as a social process, no attention is 
given to knowledge the child acquires while alone (1960, 
p. 267). 

His outline has further delimitations: 

Education can be looked at from the standpoint of the adult 
educator and from that of the child who is learning. The 
adult generally wants to do something to the child, and sees 
education as a process through which the child should become 
what the adult wants him to be. From the position of the 
child, however, education is also finding a way to certainty: 
the child wants to know what he should do about everything, 
and how he should do it, and he looks to the adult—to the 
educational process--to help him. This outline and text take 
account only of the first view (1960, p. 267). 

Thus, even though Henry may conceive of education in the broadest 

terms, the "Outline" itself is very restricted. It concentrates only 

on the formal education of children six years of age or older, as 



103 

perceived from the viewpoint of the adult educator. Hence, the "Out

line" is unsatisfactory with regard to the scope standard. 

Category: Theoretical Orientation—Evaluation: 
Unsatisfactory 

Henry's "Outline" is unsatisfactory here, although in his 

introduction and discussion of various sections he does raise some 

interesting theoretical points and elaborates on some significant 

issues for the study of cultural transmission. He begins with a dis

cussion of the differences between learning in homo sapiens and other 

animals: 

1. In man, learning is dominated by symbolic processes. 

2. In man, the motivational organizors of learning are more 
variable—that is to say, much less subject to innate 
determinants than in sub-human species. 

3. There are apparently, in man, no innate limits on learn
ings: the outer limits of the capacity of human beings 
to learn have not yet been discovered. 

4. A striking feature of man is the extent to which his 
learning is polyphasic . . . , that is, affected by a 
strong innate tendency to learn more than one thing at 
a time (Henry 1960, p. 268). 

In addition to being more complex, as enumerated above, human learning 

is also characterized by a greater amount of knowledge which must be 

assimilated. Consequently, there has been a great increase in the 

number and kind of devices which man utilizes in the learning/teaching 

endeavor, according to Henry. 

At the conclusion of his "Outline" Henry lists "some ancient 

and abiding characteristics of human education" (I960, p. 304). These 
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are presented below in a somewhat abbreviated form: 

1. Use of reward stimuli to learning: primarily praise, 
appreciation, and status elevation. 

2. Use of pain stimuli to learning: ridicule, accusation, 
physical pain, physical confinement (restriction of 
movement). 

3. Use of role-occupant as role-instructor. This has under
gone radical change since the emergence of modern mass 
education. 

4. In high civilizations: low status of teachers, unless 
they teach sacred matters. 

5. In high civilizations: a correlation between a) love of 
knowledge for its own sake, with b) status of teachers, 
and with c) the interest of students in learning. 

6. Confinement of creativity to gifted individuals (creativ
ity never a mass phenomenon). 

7. Absence of the assumption of a natural impulse to learn. 

8. Congruence of status change with education, coupled with 
definite marks of adult recognition of status change. 

9. Unity of the social sphere, including education, in non-
literate cultures outside the stream of industrialization 
(Adapted from Henry 1960, p. 304). 

These are certainly thought-provoking statements, but Henry does not 

construct a consistent theory from them. As Roberts notes, these 

"tentative generalizations" have not been "formulated in a manner that 

would provide cohesive linkages and lead to explanatory systems that 

would order logically the relation between anthropology and education" 

(Roberts and Akinsanya 1976, p. 11). 

Henry's "Outline" does not appear to have evolved out of a 

clearly defined and consistent theoretical orientation. Rather, Henry, 

as perhaps befits an explorer charting new territory, seems to draw 
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from several different theoretical positions. For instance, his focus 

on educators corresponds to that of the ethno-scientists'; however, he 

does not investigate these individuals' cognitive maps as the cognitive 

anthropologists would. On the other hand, in the manner of the cul

tural ecologists, Henry emphasizes the school's interaction with the 

larger culture of which it is a part. Henry does not adopt a con

sistent position, and, consequently, the "Outline" is unsatisfactory 

with regard to the theoretical orientation category. 

Category: Status—Evaluation: Unsatisfactory 

Henry's "Outline" is unsatisfactory as a model because it is 

just that—an outline. He presents the outline of a classificatory 

system or what Roberts and Akinsanya has called "essentially the 

beginnings of a taxonomy" (1976, p. 9). Henry himself has labeled his 

work a "partial inventory" and a "methodological tool," but nowhere 

does he claim that the "Outline" is a model of cultural transmission 

nor is such an appellation warranted. Henry's study is not a model as 

defined by the present inquiry and is thus unsatisfactory with regard 

to the standard of rigor for this category. 

Summary 

As indicated by Table 8 Henry's "Outline" satisfactorily 

accounts for a number of the selected standards of rigor. His 

approaches to the participants, content, location, chronology, process, 

function, and range standards have been judged sufficient. However, 

this study's nebulous status as a model and its uncertain theoretical 
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Table 8. Summation of Henry Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

Contrasts pre- and post-literate 
education—kin group vs. teachers 

Three major areas: values, object 
system, world view 

Focus on schools, but mentions 
ceremonies and the family setting 

"All societies have recognized 
that children of different ages 
are capable of learning different 
things" 

Listening, watching, doing, and 
problem-solving; discipline; 
"disjunction"; "jamming the 
machine" 

Accounts for all three aspects; 
"General Sociological Law of 
Knowledge and Social Change" 

Accounts for both pre- and post-
literate societies 

Restricted to schooling of children 
over six years of age from the 
adult educator's viewpoint 

No consistent, clearly defined 
theoretical orientation 

An "Outline," a "partial 
inventory," a "methodological 
tool"; not a model 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatis factory 

Unsatisfactory 

Unsatisfactory 
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orientation along with its restricted conception of the scope of cul

tural transmission effectively combine to produce an unsatisfactory-

overall evaluation. Thus, within the strictures of the present 

inquiry, Henry's "Cross-Cultural Outline of Education" is not a 

rigorous cultural transmission model. 

Critique of the Field Guide for a Study of 
Saaĵ LLza£jLoii by John Whiting et al. 

Category: Participants—Evaluation: 
Satisfactory 

The Field Guide is satisfactory with respect to this standard 

because it is very clear about who participates in the cultural trans

mission process. For example, in one place the writers note that "every 

culture has theories about who is able to learn" (Whiting et al. 1966, 

p. 34). Another extensive section of the Field Guide is entitled 

"Agenta of Child Rearing"; these agents are identified by the authors 

as "any person charged with responsibility for the care, training, or 

discipline of the child" (p. 39). This class of "agents" is subdivided 

into such categories as caretaker, teacher, disciplinary agent, etc. 

Category: Content—Evaluation: 
Satisfactory 

The Field Guide follows Murdock's Outline of Cultural Materials 

(1938) and, in addition, emphasizes other aspects of the content of cul

tural transmission, such as the ecology, technology, and economy of the 

group under consideration. The Field Guide focuses on three broad areas: 

cultural context, cultural antecedents, and cultural consequents. The 
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first of these is concerned with the physical and geographical setting 

and is divided into a dozen sub-categories, such as ecology, 

recreation, and aesthetic expression. "Education" is a subheading 

under this general category, and is, in turn, divided into the follow

ing six topics: 1) signs of having learned, 2) ethno-learning theory, 

3) stages in education, 4) methods, 5) training in systems of behavior 

other than those that are of special interest to this report, and 6) 

toys and games as tools of education. 

"Cultural antecedents" is divided into categories dealing with 

the agents of child rearing, the techniques of socialization, behavior 

systems, etc. Folk tales, proverbs and jokes, the theories of disease, 

the reactions of the group to illness are some of the topics covered 

under "cultural consequents." Hence, the Field Guide satisfactorily 

addresses the content standard of rigor. 

Category: Location—Evaluation: 
Satisfactory 

As mentioned above, the Field Guide focuses on the "cultural 

context" which deals with the physical and geographical location in 

which education takes place. Whiting et al. also discuss what he labels 

the "Primary Social Unit" or "PSU." They define this "PSU" as "a small 

group of families setting themselves off from a large society by some 

social factor in such a way that 1) they conceive of themselves as some 

sort of unit, 2) they have frequent interaction, and 3) they possess 

temporal and/or spatial stability" (Whiting et al. 1966, p. 23). Thus, 
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the Field Guide satisfactorily meets the standard of rigor for the 

location category. 

Category: Chronology—Evaluation: 
Satisfactory 

The Field Guide also satisfactorily deals with the standard of 

chronology. One section of this work is labeled "Stages in Education," 

which, like Fortes's "Synoptic Chart of Educational Development," con

tains information about the "basic divisions of the culture into age 

classifications and the ideal behavior for a person of each age class" 

f(1966, p. 34). How this ideal behavior is encouraged is also included 

here. Another section of the Field Guide is divided into "Periods" 

dealing with nursing, weaning, infancy, adolescence, etc. 

Category: Process—-Evaluation: Satisfactory 

The Field Guide satisfactorily confronts this standard. Under 

"Techniques of Socialization" it lists several categories, such as 

rewarding inciting, and instructing, and elaborates on each. Like 

Henry, Whiting et al. discuss discipline quite extensively, naming 

physical injury, ridicule, denial of privilege, and withholding support 

as the principle types. 

The Field Guide presents society as playing an essential role 

in the process of education. This emphasis is revelaed through this 

study's centering on eight "systems" of behavior: succorance, 

achievement-oriented behavior, self-reliance, obedience, nurturance, 

responsibility, sociability, and dominance. The relation of these eight 

variables with respect to dependence and independence is, according to 
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the Field Guide, that "the first system (succorance) is the kind of 

dependence most characteristic of infancy (but capable of occurring at 

all later stages as well); the other seven systems represent forms of 

socially relevant behavior which replace or supplement succorance at 

later ages and which we fell constitute a more useful classification 

that the simple dichotomy of dependence versus independence" (Whiting 

et al. 1966, p. 9, parentheses theirs). 

Category: Function—Evaluation: Satisfactory 

Under its section concerning the inculcation of social control 

mechanisms, the Field Guide satisfactorily confronts the recruitment and 

maintenance aspects of the function standard. Though never addressed 

directly, the concept of change is adequately dealt with also. 

Category: Range—Evaluation: Unsatisfactory 

In a manner similar to Henry's "Outline," the Field Guide was 

designed to meet the needs of field researchers. The authors state at 

the beginning of their work that "this manual has been developed for 

the specific purpose of outlining the field work to be done in five dif

ferent cultures during 1954-1955" (Whiting et al. 1966, p. 1). And 

later, it is noted that the Field Guide "outlines the hypotheses to be 

tested, the relevant data to be collected, and the procedures to be 

used in obtaining the data" (Whiting et al. 1966, p. 1). Thus, it is 

evident that the range of the Field Guide is too restricted and does not 

satisfactorily address this category's standard of rigor. 
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Category: Scope—Evaluation: Unsatisfactory 

In a similar manner to Henry's "Outline," the Field Guide 

posits a more restricted conception of education than Fortes's study. 

Whiting et al. and Henry focus on different aspects, however. Whereas 

Henry limited "education" in his study to formal instruction for 

children over the age of six as seen from the educator's point of view, 

the Field Guide's authors state that its "education" category refers to 

the basic problem of their project, socialization. The Field Guide 

maintains that, "under this heading should be mentioned all data, 

starting with infant care, child training, informal and formal train

ing, and education" (Whiting et al. 1966, Vol. I, p. 34). The scope of 

"education" is further restricted not only to socialization, but 

socialization within the "Primary Social Unit." This classification of 

education as a subset of socialization is at variance with the present 

writer's, and most anthropologists', conceptions of these terms (see 

Mead's 1963 article, for example), and effectively renders the Field 

Guide unsatisfactory as to the scope standard. 

Category: Theoretical Orientation— 
Evaluation: Satisfactory 

The Field Guide does appear to operate in conjunction with a 

distinct and explicit theoretical foundation and is, in this sense at 

least, an improvement over the previously discussed studies. Under

lying this project is a general concept of the relation of personality 

to culture (see Fig. 2). Whiting et al. contend that the ecology of an 

area determines the maintenance system, which in turn affects the 
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child-rearing practices, biological needs, etc. All of these, finally, 

give rise to the adult personality characteristic of a particular cul

ture; the so-called "modal" personality. The Field Guide presents a 

static view of change, a replication of uniformity conception of 

cultural transmission, and it is concerned with the eco-system at a 

macroscopic level of interaction. All of these are characteristic of 

what the present study has identified as a cultural ecological theo

retical orientation. Hence, the Field Guide is satisfactory with 

regard to this standard of rigor. 

Category: Status—Evaluation: Satisfactory 

Unlike Fortes's and Henry's studies, the Field Guide does have 

status as a model per se. This model, as depicted in Fig. 3, is per

haps, a reductionistic, categorically confused, one-way flow chart, but 

a rudimentary model, nonetheless. Since the Field Guide does supply 

"some flesh for the skeletal structure" (Nagel 1961, p. 90) of the 

socialization explanatory system, it conforms to the "heuristic" type 

of model outlined in Chapter 3 and satisfactorily addresses the status 

standard of rigor. 

Summary 

The Field Guide for a Study of Socialization satisfactorily 

confronts eight (participants, content, location, chronology, process, 

function, model status, and theoretical orientation) of the ten 

selected standards. However, its approaches to the range and scope of 

cultural transmission are completely inadequate, in terms of this 
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inquiry, and lead inevitably to the Field Guide's disqualification as a 

rigorous cultural transmission model (see Table 9). 

Critique of Beals et al.'s "Cultural Compression 
and Discontinuity" Model 

Category: Participants—Evaluation: 
Satisfactory 

Beals et al. satisfactorily illustrate the participants in the 

cultural transmission process with examples drawn from the Alaskan 

Eskimo and other societies. Among the Eskimo, unlike most industrial 

societies, the child is encouraged to participate in the affairs of 

adult life. Adult Eskimo do not leave their children's education to 

chance; rather, they participate actively and "admonish, direct, 

remonstrate, but without hostility" (Beals et al. 1967, p. 158). 

Hence, this standard is sufficiently dealt with. 

Category: Content—Evaluation: 
Satisfactory 

The study of Beals et al. is satisfactory with respect to this 

standard. They note that "all major human cultural systems include 

magic, religion, moral values, recreation, regulation of mating, edu

cation, and so forth" (1967, p. 141). The differences and similarities 

between cultures occur in the manner this content is organized and 

assembled. 
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Table 9. Summation of Whiting et al. Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

"Agents of Child Rearing" 

Three major areas: "Cultural Con
text," "Cultural Antecedants," and 
"Cultural Consequents" 

"Primary Social Unit" 

"Stages in Education" 

"Techniques of Socialization"; 
discipline; "Systems" of behavior; 
"Modal Personality" 

Accounts for all three aspects 

Restricted to field work in five 
cultures 

"Education" equated with "sociali
zation 

Cultural Ecology 

Heuristic type; "Personality and 
Culture Model" 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatis factory 

Unsatis factory 

Satisfactory 

Satisfactory 
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Category: Location—Evaluation: 
Satisfactory 

Beals et al. also satisfactorily deal with the location 

standard through their enumeration of examples of cultural transmission 

in many societies. The authors summarize their discussion of this 

aspect of cultural transmission by noting that, "One of the common 

first steps in describing any cultural system is to describe, sometimes 

imprecisely, the territory which belongs to that cultural system and 

the locations within which it operates" (1967, pp. 12-13). 

Category: Chronology—Evaluation: 
Satisfactory 

These authors discuss at some length the chronology of cultural 

transmission within various cultures. Naturally, given their cultural 

compression/discontinuity thesis, most of their discussion deals with 

those periods in the individual's life cycle when such contractions and 

expansions occur. They contend that, 

Every society creates some discontinuities in the experience 
of the individual as he or she grows up. It seems impossible 
to move from the roles appropriate to childhood to the roles 
appropriate for adulthood without some discontinuity. Socie
ties differ greatly in the timing of discontinuity, and its 
abruptness (1967, p. 147). 

Beals et al. continue with a discussion of the "rites of passage" 

which frequently attend such discontinuities and conclude thusly, 

Expressed most simply—what cultural transmitters do to and 
for an individual after the event is quite different in some 
ways than what they did before. Another way of looking at 
these events is to regard them as the beginning of periods 
of cultural compression. Expressed most simply—cultural 
compression occurs when the individual's behavior is restricted 
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by the application of new cultural norms (Beals et al. 1967, 
p. 148). 

Thus, this study adequately fulfills the chronology standard. 

Category: Process—Evaluation: 
Satisfactory 

Beals et al. are emphatic in their contention that society has 

a central role in the education of the child. Their discussion of 

society's role centers, as might be expected, around their central con

cepts of cultural compression and discontinuity. In Culture in Process 

these writers indicate the tacit, or unconscious, nature of the cul

tural transmission process and emphasize its discontinuous nature. 

They hold that most cultures are "patterned in such a way as to provide 

discontinuities of experience, but the points of time in the life cycle 

where these occur, and their intensity, differ widely" (Beals et al. 

1967, p. 144). 

These important points in an individual's life cycle are fre

quently marked by intense and elaborate rituals and ceremonies which 

serve to enhance the group's altered perceptions of the individual. 

They then provide examples of this process in several different cul

tures. They conclude that the preadolescent and adolescent periods 

are perhaps the most important in the cultural transmission process. 

In many of these initiation ceremonies a central educational 

technique is the use of dramatization, as among the Hopi and Tiwi. 

This correlates with these authors' contention that these 
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initiations are 

. . .  d r a m a t i c  s i g n a l s  f o r  n e w  b e g i n n i n g s  a n d ,  a t  v a r i o u s  
times before and throughout adolescence in many societies, 
the intensification of discontinuity and compression in cul
tural transmission. Discontinuity in the management of the 
youngster's learning—from supportive and easy to rigorous 
and harsh; compression in the closing in of culturally pat
terned demand and restriction as the new status—roles 
attained by successfully passing through the initiation 
period are activated (Beals et al. 1967, p. 154). 

They believe that the increased cultural pressure upon the individual 

is offset by the concurrent expansion of his or her opportunities for 

. development. 

Category: Function—Evaluation: 
Satisfactory 

Beals et al. satisfactorily address all aspects of the 

function standard. At the beginning of their study, they seem to echo 

Fortes's "expectation of normal behavior" concept when they state, 

This chapter is about how tiny human embryos become talking, 
thinking, feeling, moral, believing, valuing human beings— 
members of groups, participants in cultural systems. ... It 
is about the ways in which young humans are taught to think, 
act, and feel appropriately; how they come ... to want to 
act as they must act if the cultural system is to be main
tained (1967, p. 141). 

Many examples of this process are provided. 

The discontinuities in the cultural transmission process serve, 

in this view, to insure the continuity of the overall cultural system— 

this is perhaps their greatest purpose. Thus, the major functions of 

education in such traditional societies become recruitment and main

tenance according to these writers. Recruitment to "membership in 

the cultural system in general," and recruitment to "specific roles and 
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statuses, to specific castes, or to certain classes," and perhaps, but 

only perhaps, recruitment to "being male or female, on the' terms with 

which a given society defines being male and female" (Spindler 1974a, 

p. 303). 

Category: Range—Evaluation: Satisfactory 

Since Beals et al. set out to examine all aspects of the 

process of cultural transmission in all societies, their study is 

satisfactory with regard to this standard. The authors intend their 

study to be applicable to both pre- and post-literate societies. How

ever, there are differences, according to these writers, between the 

processes of compression and discontinuity in different types of 

societies. The authors believe that, all too frequently, modern indus

trial societies impose extreme discontinuities between the roles/ 

statuses of children and those of adults. This position is supported 

by Benedict when, in her examination of such factors as "responsible 

versus non-responsible" status roles, dominance and submission, and the 

contrasting sexual roles expected of adults and children, she concludes 

that "against this background of social arrangements in other cultures 

the adolescent period of Sturm und Drang with which we are so familiar 

become intelligible in terms of our discontinuous cultural institutions 

and dogmas rather than in terms of physiological necessity" (Benedict 

1938, p. 167). Moreover, Beals et al. were attempting to counteract 

the socialization model's over-emphasis on the child's early years, as 

mentioned above. Thus, it appears that the range of this study is a 

sufficiently broad one. 
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Category: Scope—Evaluation: 
Satisfactory 

Beals et al.'s study is much broader with respect to the scope 

of "education" than the Field Guide, for example, and is satisfactory 

in respect to this standard. In fact, the former was, in part, a 

reaction to the socialization model of Whiting et al. Spindler remarks 

that "what I wanted to do was to put the whole life cycle into some 

frame of reference that would permit us to talk about relevant 

processes beyond the early years of child training" (Spindler 1974b, 

p. 2). The concern of Beals et al. with the entire life-cycle is in 

contrast with Henry's limitation to six year olds in formal educational 

institutions and the Field Guide's emphasis on infancy. By "cultural 

compression" Spindler refers to "any period of time in the life cycle 

of the individual when he encounters a culturally patterned reduction 

of alternatives for behavior" (1959, p. 38). Characteristically, these 

are periods of intensity in the individual's life when, frequently, the 

full normative force of his culture comes to bear upon him. On this 

point Benedict notes, 

All cultures must deal in one way or another with the cycle of 
growth from infancy to adulthood. Nature has posed the situa
tion dramatically: on the one hand, the new born baby, 
physiologically vulnerable, unable to fend for itself, or to 
participate of its own initiative in the life of the group, 
and, on the other, the adult man or woman. Every man who 
rounds out his human potentialities must have been a son first 
and a father later and the two roles are physiologically in 
great contrast; he must first have been dependent upon others 
for his very existence and later he must provide such security 
for others. This discontinuity in the life cycle is a fact of 
nature and is inescapable (Benedict 1938, p. 161). 

This study satisfactorily confronts the scope standard. 
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Category: Theoretical Orientation-

Evaluation: Satisfactory 

The work of Beals et al. appears to be operating out of a 

theoretical orientation which would correspond to the present inquiry's 

"cultural ecology" category. This label is applied because their study 

exhibits the characteristics of this orientation as delineated in 

Chapter 3. For example, their conception of cultural transmission 

appears to encompass the replication of uniformity only. Also, their 

study is concerned with the macroscopic level of interaction, as 

Spindler's comment about its being "too cultural" (see above) reveals. 

At the beginning of Culture in Process they report that "cultural 

systems develop in response to outside influences" (1967, p. 25), 

another characteristic of a cultural ecological point of view. Thus, 

their study is satisfactory here. 

Category: Status—Evaluation: 
Unsatisfactory 

As to how they composed Culture in Process, Beals et al. 

reveal that their goal is, 

To provide a few glimpses of anthropological problems and to 
illustrate some ways in which those problems can be handled. 
Wherever possible direct quotations, reminiscences, and other 
primary materials have been used as a means of indicating the 
nature of anthropological reality and the richness of field-
work. Without dogmatically forcing everything into an induc
tive mold we have tried to place the facts first and the 
verdict afterwards; that is, instead of stating a proposition 
and then illustrating it, we have tried to present illustra
tions and then indicate how that bit of data can be used to 
support a general proposition (1967, p. x). 

Nevertheless, within the parameters of the present study's definition 

of a model, Beals et al. do not offer a satisfactory cultural 
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compression/discontinuity model. In an article (1974b) Spindler 

mentions "diagrams" of the cultural compression/discontinuity process, 

and Fig. 4 above was based on his description of such a diagram, but 

nowhere in Culture in Progress, nor anywhere else as far as this writer 

can discover, have Beals et al. offered a model of this process. 

Their study is inadequate with respect to this standard. 

Summary 

As depicted in Table 10, Beals et al.'s "cultural com

pression and discontinuity" study satisfactorily addresses all but one 

of the present inquiry's standards of rigor for cultural transmission 

models. Their effort is adequate in all respects except that of its 

status as a model. Significantly, their study is the first examined in 

this critique which is satisfactory as to both the range and scope of 

cultural transmission and, hence, should be viewed as an improvement 

over the preceding studies. Nevertheless, this study is not a rigorous 

cultural transmission model. 

Critique of George and Louise Spindler's 
"Instrumental Activities Inventory" 

Category: Participants—Evaluation: 
Satisfactory 

The "Instrumental Activities Inventory" (hereafter referred to 

as the "IAI") satisfactory confronts this standard. This is accom

plished through its use of ethnographically-accurate drawings which 

depict various statuses and roles, and the individuals holding and 

fulfilling these. 
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Table 10. Summation of Beals et al. Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

Examples from many societies 

"All major human cultural systems 
include magic, religion, moral 
values, recreation, regulation of 
mating, education, and so forth" 

Examples from many societies; 
focus on the family setting 

Time factors related to compression/ 
discontinuity cycle; "rites de 
passage" 

Focus on compression/discontinuity 
process; "dramatization" 
emphasized 

Accounts for all three aspects; 
"the ways in which young humans are 
taught to think, act, and feel 
appropriately" 

Accounts for both pre- and post-
literate societies 

Utilizes generic terms; attempts 
"to put the whole life cycle into 
some frame of reference" 

Cultural Ecology 

Descriptive study; not a model 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatis factory 
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Category: Content--Evaluation: 

Satisfactory 

The IAI satisfactorily addresses this standard in that Spindler 

and Spindler are careful to alter the content of the IAI for each 

situation in which it is employed. The actual content of the 

ethnographically-accurate drawings utilized corresponds to the selected 

cultural setting. Hence, the content of the IAI is both etic and emic 

in nature, according to the authors. The IAI is emic in that "the 

respondent's perceptions of specific activities and linkages between 

activities and goals are pertinent only to a given situation" (Spindler 

1974b, p. 4). The IAI is etic because Spindler and Spindler consider 

the phenomena under consideration, "instrumental linkages," to be uni

versal. 

Category: Location—Evaluation: 

Unsatisfactory 

The IAI is unsatisfactory here. It does not focus on the 

family as the site of cultural transmission, as the studies of Fortes, 

Whiting et al., and Beals et al. do, nor upon the school, as Henry's 

"Outline" does. Instead, the IAI does not confront this category and 

must be judged as unsatisfactory in respect to this standard of rigor. 

Category: Chronology—Evaluation: 
Unsatis factory 

The IAI offers no concept comparable to Fortes's "Synoptic 

Chart of Educational Development" or the "Stages in Education" of the 

Field Guide. The IAI is unsatisfactory with regard to the chronology 
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standard of rigor because neither the timing nor the sequence of the 

process of cultural transmission are discussed. 

Category: Process—Evaluation: Satisfactory 

The IAI is satisfactory in this standard. Like the previous 

studies, Spindler and Spindler assign an essential role to society in 

the process of education. The premise behind the IAI is the assumption 

that, 

A cultural system operates so long as acceptable behaviors 
usually produce predictable and desirable results, and 
unacceptable behaviors produce predictable and undesirable 
results. These behaviors are instrumental to goals, such 
as states of being or possessions, associated with desired 
life styles (Spindler 1974b, p. 4). 

In terms of the present critique the congruence between the "predict

able" results of the IAI and Fortes's "expectation of normal behavior" 

is notable. 

The relationships between these desired goals and the activi

ties which are prerequisites for attaining them are labeled "instru

mental linkages." All possible instrumental linkages form the corpus 

of a society's cultural system, according to Spindler and Spindler, and 

these linkages are supported by the culture's belief system and main

tained by its educational institutions and processes. 

The IAI also takes into account the individual's role in the 

educative process; they state that "in using this model one may be 

concerned with either the culture system processes that result in new 

instrumental linkages or with the perception, selection, and cognitive 

ordering of alternative linkages by individuals" (1974b, p. 4). The 
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writers believe that, as a result of cultural transmission, the indi

vidual develops a cognitive structure within the individual which acts 

as a "working model" of the system as long as the system remains 

operative. As conditions change, established instrumental linkages are 

modified, reinforced, or become obsolete and are replaced by new link

ages, according to the writers' scheme. 

They posit two processes, "cognitive control" and "identity," 

which permit the individual to function in his society. Cognitive con

trol, as socially relevant, is "the ability of the individual to main

tain a working model in his mind of potentially productive instrumental 

linkages and their organization" (Spindler 1974b, p. 4). The authors 

consider "identity" to be a precondition to cognitive control and define 

this precursor as "a cathexis with certain instrumental linkages that 

are essential to one's presentation of self in the context of one's life 

style" (Spindler 1974b, p. 4). These processes and constructs, accord

ing to Spindler and Spindler, are formed in the individual's mind by cul

tural transmission. They report that the IAI allows the investigator to 

move "directly into the area of the respondent's cognitive management 

of perceived social realities" (Spindler and Spindler 1965, p. 21). 

Category: Function—Evaluation: 
Satisfactory 

The IAI satisfactorily deals with the recruitment, maintenance, 

and change aspects of this standard. According to the writers, the 

individual is recruited into, and maintained within, the society by 

means of these instrumental linkages and corresponding activities. 
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Also, during times of change, these processes and constructs alter as 

new instrumental linkages replace established ones. The authors came 

to feel that both cultural transmission and cultural change are closely 

linked in some manner. Thus, as conditions change, the socio-cultural 

system likewise changes. When rapid or disjunctive cultural change 

occurs, "the requirements of the traditional system tend to become 

dysfunctional and therefore threatening to the individual who is trying 

to adapt to the new situation" (Spindler and Spindler 1965, p. 4). 

Category: Range—Evaluation: Satisfactory 

The range of the IAI is satisfactory. Spindler and Spindler 

have utilized the IAI with Blood and Cree adolescents and in small 

German villages. Moreover, Spindler states, "the IAI is culture-

specific, though the underlying principles of construction application, 

and interpretation of results are transcultural" (1974a, p. 250). 

Hence, the IAI satisfactorily confronts the range standard of rigor. 

Category: Scope—Evaluation: Satisfactory 

The authors take a satisfactorily comprehensive view of the 

process of cultural transmission. They define cultural transmission as 

"the educational process broadly conceived" (Spindler 1974b, p. 1). In 

terms of the present critique, the IAI is adequate with respect to the 

scope standard. 

Category: Theoretical Orientation— 
Evaluation: Satisfactory 

The IAI satisfactorily addresses this standard. This work 

arose out of their belief that the socio-cultural system of 
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a group is, 

Represented in, though never identical with, the cognitive 
maps, perceptual structuring, affective controls, values, and 
ego defenses of individuals in the group. Each individual's 
psychological system is different in some degree from that of 
any other person, depending upon idiosyncratic life experi
ence and constitutional variability. Both the derivation of 
this psychological structure and the social expression of it 
are, however, bounded and supported by sociocultural norms 
(Spindler and Spindler 1965, p. 4). 

"Cognitive control" and ."identity," two related concepts discussed 

above, also are part of Spindler and Spindlers' system. 

The theoretical orientation of the IAI is what the present 

inquiry labels "ethno-science. " This determination is due to the char

acteristics of the IAI as explicated by the authors. First, change is 

viewed as inherent in the system due to variations in individuals' 

cognitive maps. Second, the IAI operates at the microscopic level of 

interaction. Third, the writers conceive of an educational study as 

properly focusing on the cognitive maps used by individuals to analyze 

their experiences. All of the above are characteristic of ethno-

scientific studies. In fact, Spindler himself so labels the IAI when 

he says that the IAI "is derived from the functionalist tradition and 

systems theory, modified by cognitive theory and decision-making 

models" (Spindler 1970, p. 9, emphasis added). 

Category: Status—Evaluation: Unsatisfactory 

Spindler addresses the concept of a model directly in his 

review of cultural transmission models (1974b). The purpose of theo

retical models, he says, is "to provide coherent statements of relation

ships concerning some phenomena that will generate questions and 
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hypotheses leading to further exploration and eventually to the discard 

or modification of the model" (1974b, p. 1). For Spindler, then, a 

theoretical model "tentatively explains how something works" (1974b, 

p. 1). Further, Spindler summarized his discussion of the IAI thusly, 

The instrumental model and technique (I find it impossible to 
separate the technique from the model) therefore serves the 
purposes of a useful, working, theoretical model at the middle 
level. It told us what to look at, something of what to look 
for, generated questions and hypotheses, indicated ways in 
which they could be tested, and allowed us to work in differ
ent cultural situations with the same model and essentially 
the same procedures, therefore making our results potentially 
comparable at the same time that we elicited relevant in-
depth emic data (1974b, p. 5 parentheses his). 

Spindler seems unable to maintain the distinction between the IAI, 

which is a field technique or method, and an "Instrumental Activities" 

model, the specifics of which are never enumerated. Confusion is evi

dent here. 

It is the opinion of this writer that Spindler and Spindler 

have not presented a clearly defined and consistent conception of what 

a model is. This conclusion is shared by other writers as well. Glenn 

Hendricks, in reviewing George Spindler's discussion of cultural trans

mission models, summarizes his remarks thus: "In brief, I feel that 

Spindler fails to present a theoretical model, but rather gives a 

limited description of a heuristic device. I am reluctant to dress up 

the latter in the clothes of the former" (1974, p. 7). A device the 

IAI may be; a model it is not. 
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Summary 

The IAI satisfactorily addresses the present inquiry's stan

dards for the participants, content, process, function, range, scope, 

and theoretical orientation of a rigorous cultural transmission model 

(Table 11). However, Spindler and Spindler's work has not adequately 

dealt with the location, chronology, and status standards of rigor. 

Therefore, the "Instrumental Activities Inventory" is not a rigorous 

model of the cultural transmission process. 

Critique of Siegel's Models for the Analysis 

of the Educative Process 

Category: Participants—Evaluation: 

Unsatisfactory 

Siegel's (1974b) "Conceptual Approaches to Models for the 

Analysis of the Educative Process in American Communities" discusses 

all the participants involved in the formal educational system: 

teachers, students, administrators, etc. However, schooling is only a 

part of cultural transmission; hence, Siegel's study is incomplete in 

this respect, as will be elaborated on below in the critique of the 

"Scope" of his study. 

Category: Content—Evaluation: 

Unsatis factory 

Siegel reports that he is concerned with what he labels "educa

tional products." He limits these products to "the formal contents 

(textbooks, classroom presentations and materials, teachers' manuals, 

reading assignments, and so on), prepared in part by teachers—for the 

most part by teachers of teachers" (Siegel 1974b, p. 45, parentheses 
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Table 11. Summation of Spindler and Spindler Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

Ethnographically-accurate drawings 
of statuses, roles, and individuals 

"Instrumental Linkages" 

Category not addressed 

Category not addressed 

"Instrumental Linkages"; "Cognitive 
Control"; "Identity" 

Accounts for all three aspects; 
functions performed by instrumental 
linkages and corresponding instru
mental activities 

Accounts for both pre- and post-
literate societies 

Utilizes generic terms; cultural 
transmission is "the educational 
process broadly conceived" 

Ethnoscience 

An "inventory," a field technique; 
not a model 

Satisfactory 

Satisfactory 

Unsatis factory 

Unsatisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatisfactory 
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his). Once again, the restricted scope of his study has rendered his 

work unsatisfactory with regard to another standard. 

Category: Location—Evaluation: 
Unsatis factory 

Siegel specifically limits his study to the "educational com

munity," by which he means the "formal" school system. The latter term 

he defines as "sites and interacting members, stated goals, and the 

role relations in terms of which the goals are translated into action" 

(1974b, p. 40). He also discusses the "settlement pattern" of the 

school, which has to do with time and space allocation. However, cul

tural transmission occurs elsewhere than the school, indeed, many 

societies do not have schools; hence, Siegel's study is inadequate with 

regard to the location standard of rigor. 

Category: Chronology—Evaluation: 
Unsatis factory 

Siegel summarizes his discussion of the chronology of what is 

transmitted by noting, "from kindergarten through secondary grades 

certain curricula are offered in any given year in accordance with a 

set of ideas about what a young person at that stage of formal educa

tion ought to know" (1974b, p. 39). This echoes Fortes's "Synoptic 

Chart of Educational Development" with its stages of growth, but 

Siegel's study only deals with the timing of events in school. His 

work does not discuss the sequence underlying the process of cultural 

transmission and is unsatisfactory with regard to this standard. 
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Category: Process—Evaluation: Satisfactory 

Siegel's study satisfactorily confronts this standard. Siegel 

views the school not as an isolated institution, but as part of the 

local environment subject to interplay with forces in that locale. Of 

this interplay, he notes, 

The relationship between the educational community and the 
community as a whole, however, is reciprocal and interacting. 
The former is not to be visualized as responding unilaterally 
and automatically to outside forces which impinge upon it. 
It obviously must make most of its day-by-day decisions and 
operate 'as if it were1 an independent organization. More
over, its explicit goals (to educate the young for certain 
purposes and in certain ways) are better and more fully 
understood by the interacting participants than by outside 
members of the community as a whole. The educational com
munity has its own culture—albeit a dependent and not an 
autonomous one—including norms for behavior of participants 
and values underlying and supporting these norms. What hap
pens in the operation of the school system may also be 
expected to work back to affect the values, sentiments, and 
operations of the tangential segments with which it interacts, 
i.e., families and teacher-training centers (Siegel 1974b, 
p. 41). 

Echoing Fortes's "expectation of normal behavior," Siegel posits 

what he terms a "structure of alignments" within the educational com

munity. Siegel says that this structure reflects certain regularities 

of behavior among members of the educational community and indicates 

"the varying 'characteristics' of the different roles within the struc

ture" (Siegel 1974b, p. 42). The various personnel of the community 

are "thus formally organized on a hierarchical (administrator-teacher) 

and a coordinate (teacher-grade) basis" (p. 42), according to Siegel. 

Siegel offers no concept comparable to Fortes's "social space"; 

in fact, he more or less omits the individual's role in the learning 

process. Although the student, or learner, is certainly present in 
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each of these models, little of the discussion deals with his partici

pation in the educative process. In the first two models (see Figs. 6 

and 7) the child seems to be merely a marker on a diagram reacting, if 

at all, only to external stimuli. In the last, or "Information and 

Theory" model (Fig. 8), some indication is given that the student is 

capable of interacting with other factors. 

Category: Function—Evaluation: Satisfactory 

Siegel's study satisfactorily deals with all three aspects of 

this standard. The school helps to recruit new members by passing on 

the "educational products" mentioned above in such a manner that the 

attainment of the school's stated goals comes to be viewed by the stu

dents themselves as desired goals. Also, Siegel reports that the 

information transmitted by the schools frequently "sustains the social 

order" (1974b, p. 54). As for change, Siegel views the culture "as 

being in a state of dynamic equilibrium" (1974b, p. 50). 

Category: Range—Evaluation: Unsatisfactory 

Siegel's study is unsatisfactory as to its range. He makes no 

pretense of attempting to explain the cultural transmission process in 

both pre- and post-literate societies. Instead, he examines only the 

formal educational materials in schools; he has little, if anything, to 

say about pre-literate societies. 

Category: Scope—Evaluation: Unsatisfactory 

Siegel's study is unsatisfactory here because, from beginning 

to end, his work is severely limited as to its scope. His is a 
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restricted concept of education. His primary objective is "to analyze 

the forces that shape the career of things explicitly thought to be 

taught, between their entry into teacher-training institutions and 

their exposure to children in the classroom" (1974b, p. 39). Later, he 

speaks of attempting to understand "the educational process as it takes 

place in the school" (1974b, p. 39). He further restricts his study to 

just the "formal" materials utilized in the school. Inevitably, such 

narrow conceptions render his study unsatisfactory with respect to the 

scope, and other, standards of rigor advocated in the present inquiry. 

Category: Theoretical Orientation— 
Evaluation: Satisfactory 

Siegel's study is satisfactory here in that the theoretical 

basis of his work is consistent and clearly defined. Although Siegel 

presents three different models in his article, they all seem to be 

based on common assumptions: a concern with the "educational com

munity," the "formal" school system, and its "educational products," 

what might be called the material culture of the school. 

Siegel states that his "guiding hypothesis is that the flow of 

what is taught is screened, interpreted, and reinterpreted at several 

levels as a consequence of the carrying networks of role relationships" 

(1974b, p. 42). The individuals involved in the school system are 

viewed then, by Siegel, as "markers" representing the various available 

roles. 

Siegel examines the school system within the context of a 

larger system, an eco-system of sorts. He states that "the school . . . 
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is no isolated organization; its operational structure is continually 

affected by outside environmental forces" (1974b, p. 41). The school 

system, in Siegel's view, has a "reciprocal and interacting" relation

ship with its environment, although it may act as if it were "an 

independent organization" (1974b, p. 41). 

This educational community, or system, has its own culture, 

according to Siegel, including "norms for behavior of participants and 

values underlying and supporting these norms" (1974b, p. 41). The 

school also has its own hierarchy of personnel, geography, "settlement 

pattern," and "structure of alignments." The last term refers to the 

"characteristics" of the roles within the school. 

Inherent in the above brief description is what the present 

critique would label a "cultural ecological" theoretical orientation. 

Siegel's study is concerned with roles and norms within a system which 

is highly structured. His analysis occurs at the macroscopic level of 

interaction, and the school is viewed as part of a larger system. All 

of these aspects are characteristic of a study done in the manner of 

the cultural ecologists. 

Category: Status—Evaluation: Satisfactory 

Siegel's study is satisfactory as a model per se because it is 

informed throughout by a particular notion of this concept. He states, 

The notion of a model has the advantage, perhaps, of denoting 
structural properties of the phenomenon under consideration. 
The model should specify the elements of which it is composed 
and the relations that are thought to obtain among them. A 
theoretical model of this kind tends to create a familiar 
image that accounts for known or hypothetical situations and 
also for novel or unfamiliar ones that have similar 
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properties. In this context it suggests a convenient way, or 
ways, of thinking about the kinds of effects that the educa
tional system has upon the training of the young (Siegel 
1974b, p. 40). 

In terms of the present inquiry, Siegel's concept of a model is related 

to the "semantical" model outlined in the typology in Chapter 3. 

Siegel's study joins the Field Guide as the only two of the six studies 

examined thus far to satisfy this standard. 

Summary 

Although Siegel's study does satisfactorily confront the 

process, function, theoretical orientation, and status standards 

selected by the present inquiry, his work is inadequate with respect to 

all of the other standards (Table 12). Thus, his is not a rigorous 

cultural transmission model. 

Critique of Gearing's "General Cultural 
Theory of Education" 

Category: Participants—Evaluation: 
Satisfactory 

Gearing's study is concerned with "most of the people" in a 

community and is thus satisfactory. More specifically, Gearing intends 

"most of the people" to mean "that large number who (if there were a 

measure for intelligence and if the measure were tallied as I.Q. is 

tallied) would score between 80 and 120, and who are established 

members of the community in question" (1975, p. 2 parentheses his). 

The possible participants to cultural transmission represent, for 

Gearing, an extensive grouping. 
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Table 12. Summation of Siegel Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

Restricted to the participants in 
"schooling" 

Restricted to "Educational 
products"—the "formal content" 

Restricted to the "educational 
community" 

Restricted to the sequence of 
events in school 

"Structure of alignments" 

Accounts for all three aspects; 
focus on the school's role 

Restricted to post-literate 
society's schools 

"Education" equated with 
"schooling" 

Cultural Ecology 

Semantical Type 

Unsatisfactory 

Unsatisfactory 

Unsatis factory 

Unsatis factory 

Satisfactory 

Satisfactory 

Unsatisfactory 

Unsatis factory 

Satisfactory 

Satisfactory 
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Category: Content—Evaluation: Satisfactory 

For Gearing and his associates, all information is property, 

and it is this information which is the content of their theory. 

Gearing's study is designed to deal with "most of the information which 

is used in the normal course of events by most of the people in a com

munity" (1975, p. 2). Hence, Gearing's work is satisfactory with 

regard to this standard. 

Category: Location—Evaluation: 

Satisfactory 

Gearing contends that everyone within a community daily moves 

into and out of at least two smaller worlds. One such world is the 

individual's immediate physical surroundings, his household and neigh

borhood for example. The second world is "a network of bureaucratically 

organized business and government" (1975, p. 1). During his lifetime, 

an individual constantly passes from one world to the next and back. 

The actual site of the transmission of culture, for Gearing, is at the 

locus of a dyadic exchange between individuals, which will be discussed 

below. Gearing's study is satisfactory here. 

Category: Chronology—Evaluation: 
Satisfactory 

Gearing satisfactorily confronts this standard in that he dis

cusses the timing involved in the cultural transmission process in con

nection with an individual's transformation from a newcomer to an "old 

hand." During the dyadic encounters mentioned above, a synchronous 

pattern is established by which the individuals involved take turns 

transmitting and receiving information. 
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Category: Process—Evaluation: Satisfactory 

Gearing's study conceives of society's role in the educative 

process in terms of two pivotal notions: "equivalence" and "trans

action." The concept of equivalence suggests, for Gearing, that "the 

two parties to an encounter bring to that encounter their cognitively 

mapped prior experience, that their respective mappings will in part be 

drawn upon, that the two mappings will reveal in those germane parts 

various degrees and kinds of fit and ill-fit, and that the mappings and 

their fit typically change in the course of an encounter or series of 

encounters" (1973b, p. 1). According to Gearing the content of these 

cognitive mappings present at an encounter may be divided into setting, 

i.e., what kind of an encounter it is; world view, i.e., what is the 

nature of the world around them; social identity, a subset of world 

view containing information about social categories, statures, roles, 

etc.; and agenda, an expectation as to the purpose, possible outcomes, 

etc. of the encounter. The notion of what Gearing calls "fit" enters 

here as well; this term refers to the relative equivalence, non-

equivalence, or functional equivalence of the cognitive mappings present 

at an encounter. Functional equivalence occurs, Gearing says, when two 

parties "adequately predict each other's behavior, perhaps on the basis 

of very dissimilar maps" (1973b, p. 3). Fortes's "expectation of 

normal behavior" seems related to Gearing's notion of equivalence in 

that both concepts have to do with the "predictability" of behavior 

within the social context without which society would not be possible. 
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This notion of transaction deals with "the interpsychic 

processes by which cognitive mappings may change in the course of an 

encounter or series of encounters" (1973b, p. 3). The agenda of such 

transactions concerns the "ways by which parties to an encounter or 

series of encounters position themselves, and how, in course, they 

transact and re-transact that positioning" (1973b, p. 3). 

Gearing states from the outset that his work deals with a 

particular type of phenomena: "where two or more persons come into 

face-to-face exchange, and where any two or more of those same persons 

do so recurrently over some duration, they are engaged in an encounter; 

the education system of any society (or smaller group or wider social 

network) is the totality of all such regularly occurring encounters" 

(1973c, p. 3, parentheses his). Gearing intends his work to be an 

inter-psychic, cultural model and hence his focus is on the dyad, not 

the individual. 

Category: Function—Evaluation: Satisfactory 

This study satisfactorily examines this standard. The recruit

ment and maintenance aspects of this category are dealt with by Gearing 

in his discussion of the purposes of dyadic encounters. These 

encounters are essentially rites de passage wherein newcomers become 

"old hands." It is through this process that the community is formed, 

and the recruitment and maintenance functions are fulfilled. 

Gearing offers an entire section labeled "Social Change" in 

which he discusses change. According to Gearing, social change is 

occurring when new items of information and/or new kinds of persons are 
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present. He states, "if the emergence of new classes of information or 

new classes of persons is evident, or if a new pattern of appropriate 

display of the preexisting classes of information by the preexisting 

classes of person is evident, then the organization of community life 

is changing" (1975, p. 7). 

Category: Range—Evaluation: Satisfactory 

This study is satisfactory here as Gearing clearly intends for 

his study to be all-encompassing. He explains the purpose of his study 

in these comprehensive terms, 

A theory of education ... must predict that identified cate
gories of information and skill will or will not regularly 
pass between identified categories of persons and must explain 
how that regularly occurs. A general theory of education must 
be able to so predict and explain for any human society, from 
a hunting-band to a highly industrialized society, or for 
groups within these, or for wider networks among these. A 
general cultural theory of education proceeds to such predic
tion and explanation by employing analytic categories whose 
contents are solely cultural things, are ascriptions of mean
ing established and daily re-established among the actors them
selves in the course of their everyday lives (Gearing 1973a, 
pp. 2-3). 

His is a comparative theory of education which attempts to include all 

varieties of societies within its limits. 

Category: Scope—Evaluation: Satisfactory 

The scope of Gearing's study is satisfactory, for he conceives 

of "education" and "cultural transmission" in comprehensive terms. He 

says that "each regularly occurring event is itself an education sys

tem," and that education "may look like instruction or may more 

resemble on-the-job training" (1975, p. 2). Every person, according to 
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Gearing, gets many educations in a variety of contexts. His study 

attempts to include all of these types of education since "one cannot 

adequately comprehend the operations of any one education system in a 

community unless one comprehends as well the operations of the variety 

of education systems which coexist and may compete" (1975, p. 2). 

Category: Theoretical Orientation— 
Evaluation: Satisfactory 

Gearing remarks that his study is derived from three assump

tions. First he considers all information to be property. That is, 

Any item of information can appropriately be displayed by some 
parties, not by others, according to the social identities of 
the parties. But otherwise, all displays of information are 
role behaviors; thus, any display carries two principal 
messages, one the manifest content of the utterance or enact
ment, the other a tacit message about who is making the dis
play with whom (1975, p. 3). 

His second assumption is that "education proceeds through the elimina

tion of inappropriate displays" (1975, p. 3). This is the process, he 

feels, whereby the random distribution of information in the population 

is reduced by restraints. His third assumption has to do with "dyads." 

Gearing contends that any utterance or enactment is "in empirical fact, 

a joint product of the two parties to a dyad or the several parties to 

a set of dyads" (1975, p. 3). Thus, the investigator should concen

trate not on the individual, but the dyad as his focus of analysis, 

according to Gearing. 

Gearing's theory rests upon five propositions (presented here 

in abbreviated form, see Tindall 1976 for a more complete discussion). 

Propositions la and lb predict the patterns of information exchange 
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which will occur as a function of the social identities of the parties 

to the encounter and as a function of the property-like nature of the 

information exchanged. Proposition 2 deals with the relationship 

between the "leader of the encounter," or "old hand," who possesses 

simple information, and the "follower," or "newcomer," who is desirous 

of that information. 

Proposition 3 predicts "a cybernetic control over exchanges of 

simple information in multi-partied encounters, wherein the parties are 

not of the same social identity, such that the least common denominator 

is used to determine what items of information will be exchanged" 

(Tindall 1976, p. 207). Proposition 4 deals with encounters involving 

"complex" information in similar fashion to the first three proposi

tions. The final proposition establishes "leading," and "following," 

as a function of the participants1 familiarity with the topic under 

consideration. In sum, this theory "deals explicitly with the various 

forms of verbal and nonverbal communication (i.e., the mode) as indi

viduals of various social identities are parties to an encounter (the 

participants) in which certain types of (simple and complex) informa

tion exchanges take place (the content) as a function of the social 

identities of the parties and the property-like nature of the infor

mation" (Tindall 1976, p. 207). 

Gearing focuses on the "fit" between the mutually influencing 

behavior of individuals in interaction. His study contains an inherent 

conception of change, along with a concern with the microscopic level 

of interaction. All of these characteristics classify Gearing's study 
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as a symbolic interactionist one in terms of the typology established 

in Chapter 3. 

Category: Status—Evaluation: Unsatisfactory 

In order to be judged as satisfactory with regard to the status 

standard of rigor, a model of the cultural transmission process must be 

readily identifiable as one of the types of models outlined in Chapter 

3 (Table 3). Gearing presents two models (see Figs. 9 and 10) 

which serve "to sort otherwise imponderably complex phenomena into 

handleable simplicity" (1973b, p. 4). This statement sounds like a 

brief definition of what the present inquiry calls an "Heuristic" 

model. Indeed Figs. 9 and 10 are, in fact, heuristic models. How

ever, these are heuristic models of what Gearing calls "Transaction," 

not of the entire process of cultural transmission. It will be recalled 

that Gearing stated that "two pivotal notions permit us to envisage the 

outlines of a general theory of cultural transmission ... transaction 

and equivalence" (1973b, p. 1). Hence, by his own definition, Gearing 

has presented only a partial model for his theory. Such a partial 

model does not satisfy the standard of rigor selected for this category. 

Summary 

Gearing's study satisfactorily confronts all of the selected 

standards of rigor but one (see Table 13). His work is satisfactory 

with regard to the standards for the participants, content, location, 

chronology, process, function, range, scope, and theoretical orienta

tion categories. However, he offers only a partial model for cultural 
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Table 13. Summation of Gearing Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Function 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

"Most of the people" in the 
community 

"All information is property" 

Focus on the dyad 

"Synchronous pattern" 

"Equivalence"; "Transaction"; 
"Fit" 

Accounts for all three aspects; 
"rites de passage"; "Social 
Change" 

Accounts for both pre- and post-
literate societies; "A general 
theory of education must be able 
to . . . predict and explain for 
any human society" 

Utilizes generic terms; every 
person gets many educations in a 
variety of contexts 

Symbolic Interactionism 

A partial Heuristic model 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatis factory 
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transmission and thus does not fulfill the requirements of the status 

standard. His is not a rigorous cultural transmission model. 

Critique of Dobbert's "Systems Model" 

Category: Participants—Evaluation: 
Satisfactory 

Dobbert (1975) satisfactorily stresses the importance of indi

viduals in the cultural transmission process in "Another Route to a 

General Theory of Cultural Transmission: A Systems Model." She divides 

these participants into "Learners" and "Other Persons" and makes pro

visions for their respective ages and sexes. 

Category: Content—Evaluation: Satisfactory 

Dobbert's study is satisfactory with regard to this standard in 

that it is concerned with "information," and two sections (3.1.4 and 

3.1.5) of her model (Fig. 12) have to do with "Relational Content" and 

"Emotional Content." 

Category: Location—Evaluation: Satisfactory 

One section of this work is labeled "Cultural settings/locales," 

and in the discussion of her theory she remarks that the site has a 

limiting effect on the individual's learning. In addition, she notes 

that "a setting ... defines possible activities" (Dobbert 1975, 

p. 24). This model has satisfactorily confronted this standard. 

Category: Chronology—Evaluation: Satisfactory 

This standard is satisfactorily dealt with because, under the 

"Relevant aspects of persons" segments of this model, Dobbert includes 
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a section called "Age stage and sex." She says that "the age of the 

learner limits him/her to certain cultural locales" (1975, p. 24). 

Category: Process—Evaluation: Satisfactory 

Dobbert's study satisfactorily confronts the standard of rigor 

for the process category by illustrating this process on one level by 

a "human adaptive system" diagram (see Fig. 11) which represents 

"humans who store information in their brains" (1975, p. 24). She 

expands this diagram (see Fig. 12) to account for her concept of 

"Exchange." In the section of this latter diagram labeled "Possible 

Individual Act Patterns" she lists such possible actions as doing, try

ing, and imitating, as does Henry's "Outline." Another section of the 

larger diagram, "Patterns for Control," is reminiscent of Henry's dis

cussion of discipline. She echoes Fortes's "expectation of normal 

behavior" as well when she speaks of "the appropriateness of the act 

for the child" (Dobbert 1975, p. 25). Her study is satifactory here. 

Category: Function—Evaluation: 
Satisfactory 

Dobbert's study satisfactorily addresses the recruitment, main

tenance, and change aspects of the function standard. Of the later 

aspect she states, 

In theory, the model should produce slight changes through the 
actions of chance for every generation, even if the environ
ment stays the same. When the model proves workable, we will 
introduce known historical changes which affect cultural pat
terns, such as the introduction of schools. Then, using a 
culture for which historical data is available, we will 
attempt to reproduce the known change through simulation 
(1975, p. 26). 
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Category: Range—Evaluation: Satisfactory 

Dobbert presents what she calls "a general theory of cultural 

transmission." Her avowed intention is "to propose a theory of cul

tural transmission" (1975, p. 23). It is clear from her article that 

she intends her theory to confront the process of cultural transmission 

in all societies. Her study is satisfactory as to its range. 

Category: Scope—Evaluation: Satisfactory 

Throughout her discussion, Dobbert conceives of "education" in 

the broadest terms; i.e., as cultural transmission. Like Gearing, Dob

bert views the concept of "transaction" and certain segments of infor

mation theory as central to a general theory of cultural transmission. 

She states that "most social scientists will agree in principle with 

Gearing's statement that a culture is built up out of the transactions 

between the members of a society and between members and their envi

ronment over time; that transactions ... imply an exchange of 

information; and that transaction and information exchange imply the 

buildup and maintenance of a system" (1975, p. 22). Her own and 

Gearing's theories focus on different aspects of this exchange of 

information, however. Dobbert characterizes Gearing's focus as,"inter

personal and his research strategies center upon two-by-two inter

actions and upon the characteristics of information exchange in dyadic 

and triadic relationships. He achieves a cultural view of information 

exchange and transmission through a network analysis procedure" 

(Dobbert 1975, p. 22). Dobbert's own theory, in contrast, she charac

terizes as "intergenerational, non-reductionist, materialistic, and 



149 

interactionist" (1975, p. 24). Nevertheless, Dobbert hastens to add 

that her theory is presented as complementary with Gearing's theory. 

Her work is satisfactory here. 

Category: Theoretical Orientation— 
Evaluation: Satisfactory 

Dobbert borrows ideas from systems theory to generate an opera

tional definition of "culture": "Culture is a system for mapping 

information from an environment. This information is stored in shared 

conceptual patterns, in patterns for social interaction and in patterns 

for getting a living" (1975, p. 23). Dobbert proposes, then, a general 

theory of cultural transmission, based upon her definition of culture, 

which is concerned with the processes by which this mapped information 

is passed from generation to generation. She presents, in her words, 

"a model of cultural transmission which assvimes that culture is a 

symbolic map of an environment must show how information stored in 

structure may be transmitted between generations in a society" (1975, 

p. 24). This model, as noted above, must be composed of two parts on 

two levels. 

One part of her model will represent humans, "who store infor

mation in their brains," and the other will represent culture, "which 

stores information in structures on patterns corresponding to the 

environment" (1975, p. 24). At the first level these two parts combine 

to form the "Human Adaptive System" (see Fig. 11). Here, the arrows 

indicate the flow of information from one part to the other. As in a 

typical information exchange system, the capacity, or variety, of one 
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part constrains the capacity, or variety, in the other. In terms of 

Dobbert's theory, both parts, persons and culture, are limited, on the 

one hand, by the selections of alternatives made by the persons, and, 

on the other, by the possible variety of structure and patterns avail

able for selection. 

At this level, then, Dobbert conceives of cultural transmission 

as "a process in which individuals come to store the pattern informa

tion in their brains" (1975, p. 24). It is the patterns themselves 

which transmit this information, according to Dobbert. In other terms, 

"it is the learner's exposure to the whole of culture that results in 

cultural transmission" (1975, p. 24). Thus, the Human Adaptive System 

is self-perpetuating, in Dobbert's view. Fig. 12 depicts an expanded 

version of this system. 

Dobbert's theory, as outlined above, meets the present study's 

definition of a "symbolic interactionist" study. This determination is 

based on her theory's microscopic level of interaction, her focus on 

information exchange, the theory's inherent explanation of change, and 

her recognition of both the replication of uniformity and the organiza

tion of diversity conceptions of cultural transmission. Finally, she 

herself labels her study as "interactionist." 

Category: Status—Evaluation: Satisfactory 

Dobbert's study satisfactorily addresses the status standard of 

rigor. She offers a "systems model" which effectively accounts for the 

theoretical concepts embodied in her "Another Route to a General Theory 
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of Cultural Transmission." In terms of the present inquiry, this model 

would be identified as an heuristic model. 

Summary 

Dobbert's model is a rigorous cultural transmission model 

because it satisfactorily addresses each of the selected standards of 

rigor, as depicted in Table 14. 

Table 14. Summation of Dobbert Critique 

Category Content Evaluation 

1. Participants 

2. Content 

3. Location 

4. Chronology 

5. Process 

6. Functions 

7. Range 

8. Scope 

9. Theoretical 
Orientation 

10. Status 

"Learners" and "Other Persons" 

"Information"; "Relational Con
tent"; "Emotional Content" 

"Cultural Settings/Locales" 

"Age Stage and Sex" 

"Human Adaptive System"; "Exchange"; 
"Possible Individual Act Patterns"; 
"Patterns for Control"; "Appro
priateness of the Act" 

Accounts for all three aspects 

Accounts for both pre- and post-
literate societies 

Utilizes generic terms 

Symbolic Interactionism 

Heuristic type; a "Systems Model" 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 



152 

Summary 

The preceding critique of these eight studies of cultural 

transmission has focused on ten selected standards of rigor. These 

standards were arranged into a matrix in order that these studies might 

be placed within a framework and evaluated in a consistent manner. 

Each study's confrontation with the various standards is depicted by 

Table 15. The juxtaposition of these studies' approaches to the 

selected standards of rigor reveals a number of congruences and diver

sions. 

One such congruence is the essential role in the educative 

process which all of these studies assign to society. The gamut ranges 

from Fortes's comprehensive statement that "education is a social 

process" to more narrow concerns, such as the Field Guide's focus on 

socialization within the "Primary Social Unit" and Gearing's emphasis 

on "equivalence" and "transaction." 

On the other hand, these studies vary in the degree of compre

hensiveness of their respective treatments of the role of the indi

vidual in the process of education. For example, Siegel's models and 

the cultural compression/discontinuity model of Beals et al. do 

not focus on this category, and Gearing's model is concerned with 

"dyads" rather than individuals. The rest of the studies pay particu

lar attention to the individual's role in this process, however. A 

more complete review of the similarities and differences revealed by 

this critique is presented as part of an overall summary in the next, 

and last, chapter of this study. 



Table 15. Summary of Critiques 

Fortes (1938) Henry (1960) 

Participants Satisfactory—All members of Satisfactory—Contrasts pre- & 
society post-literate education—kin 

group vs. teachers 

Content Satisfactory—Interests, 
observances, skills are part 
of "schemes" 

Satisfactory—Three major 
areas: values, object 
system, world view 

Location Satisfactory—Various sites 
are discussed; focus on the 
family 

Chronology Satisfactory—"Synoptic 
Chart of Educational 
Development" 

Process Satisfactory—"Expectation 
of normal behavior"; "Social 
space"; "Mimesis, identifi
cation, and cooperation" 

Satisfactory—Focus on 
schools, but mentions cere
monies and the family setting 

Satisfactory—All societies 
have recognized that children 
of different ages are capable 
of learning different things 

Satis factory—Lis tening, 
watching, doing, and problem-
solving; discipline; "disjunc
tion"; "jamming the machine" 

Function Unsatisfactory—Does not 
account for change 

Satisfactory—Accounts for all 
three aspects; General Socio
logical Law of Knowledge and 
Social Change 

Range Unsatisfactory—Restricted 
to the Tallensi 

Satisfactory—Accounts for 
both pre- & post-literate 
societies 

Scope 

Theoretical 
Orientation 

Status 

Satisfactory—Utilizes generic 
terms; education is the 
process by which the cultural 
heritage is transmitted from 
generation to generation 

Satisfactory—Functionalism 

Unsatisfactory—An ethno
graphy; not a model 

Unsatisfactory—Restricted to 
the schooling of children over 
six years of age from the 
adult educator's viewpoint 

Unsatisfactory—No consistent, 
clearly defined theoretical 
orientation 

Unsatisfactory—An "outline," 
a "partial inventory," a 
"methodological tool"; not a 
model 



Henry (1960) Whiting et al. (1966) Beals et al. (1967 

Satisfactory—Contrasts pre- & 
post-literate education—kin 
group vs. teachers 

Satisfactory—Agents of 
Child Rearing 

Satisfactory—Examples 
many societies 

Satisfactory—Three major 
areas: values, object 
system, world view 

Satisfactory—Focus on 
schools, but mentions cere
monies and the family setting 

Satisfactory—All societies 
have recognized that children 
of different ages are capable 
of learning different things 

Satisfactory—Listening, 
watching, doing, and problem-
solving; discipline; "disjunc
tion"; "jamming the machine" 

Satisfactory—Three major 
areas: "Cultural Context," 
"Cultural Antecedents," 
"Cultural Consequents" 

Satisfactory—"Primary 
Social Unit" 

Satisfactory—"Stages in 
Education" 

Satisfactory—"Techniques of 
Socialization"; discipline; 
"Systems" of behavior; 
"Modal Personality" 

Satisfactory—All major 
cultural systems includi 
magic, religion, moral • 
recreation, regulation i 
mating, education, and i 

Satisfactory—Examples 
many societies; focus 01 
family setting 

Satisfactory—Time fact* 
related to compression/ 
discontinuity cycle; "r 
passage" 

Satisfactory—Focus on 
compression/discontinue 
process; "dramatization 
emphasized 

Satisfactory—Accounts for all 
three aspects; General Socio
logical Law of Knowledge and 
Social Change 

Satisfactory—Accounts for 
both pre- & post-literate 
societies 

Satis factory—Accounts for 
all three aspects 

Unsatisfactory—Restricted 
to field work in five 
cultures 

Satis factory—Accounts 
three aspects; the ways 
which young humans are 
to think, act, and feel 
appropriately 

Satis factory—Accounts 
both pre- & post-litera 
societies 

Unsatisfactory—Restricted to 
the schooling of children over 
six years of age from the 
adult educator1s viewpoint 

Unsatisfactory—"Education" 
equated with "socialization" 

Satisfactory—Utilizes 
terms; attempts to put 
whole life cycle into s 
frame of reference 

Unsatisfactory—No consistent, 
clearly defined theoretical 
orientation 

Unsatisfactory—An "outline," 
a "partial inventory," a 
"methodological tool"; not a 
model 

Satisfactory—Cultural 
Ecology 

Satisfactory—Heuristic 
type; "Personality and Cul
ture" model 

Satisfactory—Cultural 
Ecology 

Unsatisfactory—Descrip 
study; not a model 



Beals et al. (1967) Spindler & Spindler (1965) 

Satisfactory—'Examples from 
many societies 

Satisfactory—All major human 
cultural systems include 
magic, religion, moral values, 
recreation, regulation of 
mating, education, and so forth 

Satisfactory—Examples from 
many societies; focus on the 
family setting 

Satisfactory—Time factors 
related to compression/ 
discontinuity cycle; "rites de 
passage" 

Satisfactory—Focus on 
compression/discontinuity 
process; "dramatization" 
emphasized 

Satisfactory—Ethnographi-
cally—accurate drawings of 
statuses, roles, and indi
viduals 

Satisfactory—"Instrumental 
Linkages" 

Unsatisfactory—Category not 
addressed 

Unsatisfactory—Category not 
addressed 

Satisfactory—"Instrumental 
Linkages"; "Cognitive Con
trol"; "Identity" 

Satis factory—Accounts for all 
three aspects; the ways in 
which young humans are taught 
to think, act, and feel 
appropriately 

Satisfactory—Accounts for 
both pre- & post-literate 
societies 

Satisfactory—Accounts for 
all three aspects; functions 
performed by instrumental 
linkages and corresponding 
instrumental activities 

Satisfactory—Accounts for 
both pre- & post-literate 
societies 

Satisfactory—Utilizes generic 
terms; attempts to put the 
whole life cycle into some 
frame of reference 

Satisfactory—Cultural 
Ecology 

Unsatisfactory—Descriptive 
study; not a model 

Satisfactory—Utilizes 
generic terms; cultural 
transmission is the educa
tional process broadly 
conceived 

Satisfactory—Ethnoscience 

Unsatisfactory—An "inven
tory," a field technique; 
not a model 



Siegel (1974b) Gearing (1973c) Dobbert (1975) 

Unsatisfactory—Restricted 
to the participants in 
"schooling" 

Satisfactory—Most of the 
people in the community 

Satis factory—"Learner 
and "Other Persons" 

Unsatisfactory--Restricted 
to "educational products"— 
the "formal content" 

Satisfactory—All informa
tion is property 

Satisfactory—"Informs 
tion"; "Relational Con 
tent"; "Emotional Cont 

Unsatisfactory—Restricted 
to the "educational com
munity" 

Unsatisfactory—Restricted 
to the sequence of events 
in school 

Satisfactory—Focus on the 
dyad 

Satisfactory—Synchronous 
pattern 

Satisfactory—Cultural 
Settings/Locales 

Satisfactory—Age, Sta 
and Sex 

Satisfactory—Structure of 
alignments 

Satisfactory—Accounts for 
all three aspects; focus on 
the school's role 

Satisfactory—"Equivalence"; 
"Transaction"; "Fit" 

Satisfactory—Accounts for 
all three aspects; "rites de 
passage"; "Social Change" 

Satisfactory—"Human A 
tive System"; "Exchang 
"Possible Individual A 
Patterns"; "Patterns f 
Control"; "Appropriate 
ness 

Satisfactory—Accounts 
all three aspects 

Unsatisfactory—Restricted 
to post-literate society's 
schools 

Unsatisfactory—"Education" 
equated with "schooling" 

Satisfactory—Accounts for 
both pre- & post-literate 
societies; A general theory 
of education must be able to 
... predict and explain 
for any human society 

Satisfactory—Utilizes 
generic terms; every person 
gets many educations in a 
variety of contexts 

Satisfactory--Accounts 
both pre- & post-liter 
societies 

Satisfactory—Utilizes 
generic terms 

Satisfactory--Cultural 
Ecology 

Satisfactory—Semantical 
type 

Satisfactory—Symbolic 
Interactionism 

Unsatisfactory—A partial 
heuristic model 

Satisfactory--Symbolic 
Interactionism 

Satisfactory—Heuristii 
type; a "Systems Model1 
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Siegel (1974b) Gearing (1973c) Dobbert (1975) 

factory—Restricted 
participants in 
ing" 

Satisfactory—Most of the 
people in the community 

Satisfactory—"Learners" 
and "Other Persons" 

factory--Restrieted 
cational products"— 
rmal content" 

Satisfactory—All informa
tion is.property 

Satisfactory—"Informa
tion"; "Relational Con
tent" ; "Emotional Content" 

factory—Restricted 
"educational com-

Satisfactory—Focus on the 
dyad 

Satisfactory—Cultural 
Settings/Locales 

factory—Restricted 
sequence of events 
ol 

Satisfactory—Synchronous 
pattern 

Satisfactory—Age, Stage, 
and Sex 

ctory—Structure of 
nts 

ctory—Accounts for 
ee aspects; focus on 
ool's role 

Satisfactory—"Equivalence"; 
"Transaction"; "Fit" 

Satisfactory—Accounts for 
all three aspects; "rites de 
passage"; "Social Change" 

Satisfactory—"Human Adap
tive System"; "Exchange"; 
"Possible Individual Act 
Patterns"; "Patterns for 
Control"; "Appropriate
ness 

Satisfactory—Accounts for 
all three aspects 

factory—Restricted 
-literate society's 

factory—"Education" 
with "schooling" 

Satisfactory—Accounts for 
both pre- & post-literate 
societies; A general theory 
of education must be able to 
... predict and explain 
for any human society 

Satisfactory--Utilizes 
generic terms; every person 
gets many educations in a 
variety of contexts 

Satisfactory—Accounts for 
both pre- & post-literate 
societies 

Satisfactory—Utilizes 
generic terms 

ctory--Cultural Satisfactory—Symbolic 
Interactionism 

Satisfactory--Symbolic 
Interactionism 

ctory—Semantical Unsatisfactory—A partial 
heuristic model 

Satisfactory—Heuristic 
type; a "Systems Model" 



CHAPTER 5 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS 

Meme si les modeles sont tendancieux ou inexacts, la tendance 
et al genre d'erreurs qu'ils recelent font partie integrante 
des faits a etudier; et peut-etre comptent-ils parmi les plus 
significatifs (Levi-Strauss 1958, p. 309). 

The first section of this chapter is devoted to a summary of 

the results of the critique undertaken in Chapter 4. Next, conclusions 

derived from these results are presented. Finally, based on these 

conclusions, a number of recommendations are suggested both for indi

vidual studies and for the investigation of the process of cultural 

transmission in general. 

Summary 

A number of questions prompted this inquiry: What cultural 

transmission "models" have been used in anthropology and education? 

What are the minimum categories necessary for a rigorous study of cul

tural transmission? What are the minimum categories necessary for a 

rigorous model? Can these categories be combined to form the minimum 

categories necessary for a cultural transmission model? Can these 

categories be arranged into a matrix for examining cultural trans

mission models and the various "models" placed within this matrix and 

critiqued so that our understanding and utilization of these models are 

enhanced? These initial questions led to the purpose of the present 

inquiry; namely, to identify and adopt a format which would provide a 

154 
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pattern for respectability and rigor in the use of models of the cul

tural transmission process. This inquiry then utilized the resultant 

framework for a comparison and analysis of models in anthropology and 

education which are intended as ways of exploring the process of 

cultural transmission. The results of the critique using this frame

work are presented in Table 15. In the following summary, the 

approaches of the selected studies to each of the standards of rigor 

will be compared. 

Seven of the eight selected studies satisfactorily confronted 

the standard of rigor for the participants category (see Table 16). 

Fortes notes that all the members of society take part in the trans

mission of culture; he is echoed by Whiting et al., Gearing, and 

Dobbert. Henry contrasts pre- and post-literate education and gives 

examples from many cultures, as do Beals et al., and Spindler and 

Spindler. Siegel's is the only study to have been evaluated unsatis

factorily with regard to this standard. This negative judgment is due 

to his work being restricted solely to the participants in "schooling." 

The standard of rigor for the content category was satisfac

torily confronted by all but one of the selected studies, also (Table 

17). Fortes list three major areas of the content of cultural trans

mission: interests, observances, and skills. Henry also offers a trio 

of major areas (values, object system, and world view), as does Whiting 

et al. (cultural context, antecedents, and consequents). The studies of 

Beals et al. and Spindler and Spindler both satisfactorily address 

this standard. Gearing's and Dobbert's works are concerned with 
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Table 16. Summary of Approaches to the Standard of Rigor for 
the Participants Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

All members of society 

Contrasts pre- and post-
literated education—kin 
group vs. teachers 

"Agents of Child Rearing" 

Examples from many societies 

Spindler and Spindler Ethnographically-accurate 
drawings of statuses, roles, 
and individuals 

Siegel 

Gearing 

Dobbert 

Restricted to the participants 
in "schooling" 

"Most of the people" in the 
community 

"Learners"; "Other Persons" 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatisfactory 

Satisfactory 

Satisfactory 
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Table 17. Summary of Approaches to the Standard of Rigor for 
the Content Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

Interests, observances, skills 
are part of "schemas" 

Three major areas: values, 
object system, world view 

Three major areas: "Cultural 
context," "Cultural Ante
cedents ," "Cultural Conse
quents" 

"All major human cultural 
systems include magic, 
religion, moral values, 
recreation, regulation of 
mating, education, and so 
forth" 

"Instrumental Linkages" 

"Educational products"--the 
"formal content" 

"All information is property" 

"Information"; "Relational 
Content"; "Emotional Content" 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatisfactory 

Satisfactory 

Satisfactory 
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"information" and receive positive evaluations. Once again, Siegel's 

study is the only work which is unsatisfactory. Siegel is concerned 

with "educational products"—the formal content of formal education—an 

unnecessary restriction in terms of the present inquiry. 

As Table 18 indicates, most of the selected studies satis

factorily confronted the location standard of rigor. Siegel's work is 

restricted to the "educational community" and is unsatisfactory. 

Spindler and Spindler did not address this category, and thus the IAI 

is unsatisfactory, also. The studies by Fortes, Henry, Whiting et al., 

and Beals et al. all focus on the family as the primary site of cul

tural transmission. Dobbert's work speaks of cultural settings and 

locales where the process of cultural transmission takes place, while 

Gearing places his emphasis on the dyad—two people interacting—as the 

primary location of this process. 

As indicated in Table 19, Spindler and Spindler do not address 

the chronology category, and Siegel's work is restricted to the 

sequence of events in school; both are unsatisfactory. The rest of the 

selected studies satisfactorily confront this standard. Fortes offers 

a "Synoptic Chart of Educational Development"; Henry, Whiting et al., 

and Dobbert take their cue from Fortes and discuss the various stages 

of the learning process. Beals et al. are concerned with the time 

factors related to their central concept of the cultural compression/ 

discontinuity cycle. Gearing's work is satisfactory here as it offers 

a discussion of the "synchronous pattern" associated with the trans

mission of culture. 
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Table 18. Summary of Approaches to the Standard of Rigor for 
the Location Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

Various sites are discussed; 
focus on the family 

Focus on schools, but mentions 
ceremonies and the family 
setting 

"Primary Social Unit" 

Examples from many societies; 
focus on the family setting 

Category not addressed 

Restricted to the "educa
tional community" 

Focus on the "dyad" 

"Cultural Settings/Locales" 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatisfactory 

Unsatisfactory 

Satisfactory 

Satisfactory 
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Table 19. Summary of Approaches to the Standard of Rigor for 
the Chronology Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

"Synoptic Chart of Educa
tional Development" 

"All societies have recog
nized that children of dif
ferent ages are capable of 
learning different things" 

"Stages in Education" 

Time factors related to 
compression/discontinuity 
cycle; "rites de passage" 

Category not addressed 

Restricted to the sequence of 
events in school 

"Synchronous pattern" 

"Age, Stage and Sex" 

Satisfactory 

Satisfactory 

Satisfactory 

Unsatisfactory 

Unsatis factory 

Satisfactory 

Satisfactory 

Satisfactory 
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All eight studies were evaluated as satisfactory with regard to 

the standard of rigor for the process category (Table 20). Fortes 

discusses mimesis, identification, and cooperation as aspects of the 

actual process of cultural transmission and emphasizes the "expectation 

of normal behavior" as being central to this process. Henry lists 

listening, watching, and doing as important; he also focuses on dis

cipline. Whiting et al. also discuss discipline as part of their major 

emphasis of the process of socialization. Similarly, Siegel places 

great importance on the "structure of alignments." The other studies 

examine the cultural transmission process in conjunction with their 

major theoretical thrusts. For Beals et al., the process of cultural 

transmission is best viewed as integral to their cycle of cultural 

compression and discontinuity. Spindler and Spindler consider their 

central concepts of "instrumental linkages and activities" as essential. 

Gearing posits "equivalence," "transaction," and "fit" as the core of 

cultural transmission. Dobbert offers the "Human Adaptive System" and 

"exchange" as central to the process and echoes Fortes when she dis

cusses the "appropriateness of the act." Each of these studies has 

satisfactory approaches to the standard. 

In order to be evaluated as satisfactory with respect to the 

standard of rigor for the function category, a study must confront all 

of the functions of cultural transmission: recruitment, maintenance, 

and change. As noted in Table 21, the Fortes study is the only work to 

be judged as unsatisfactory here; Fortes does not account for the 

change function. All of the other studies effectively deal with this 



162 

Table 20. Summary of Approaches to the Standard of Rigor for 
the Process Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

"Expectation of normal behavior" 
"Social space" 
"Mimesis, identification, and 
cooperation" 

Listening, watching, doing, 
problem-solving; discipline; 
"Disjunction"; "Jamming the 
machine" 

"Techniques of socialization"; 
discipline; "Systems of 
behavior"; "Modal personality" 

Focus on compression/ 
discontinuity process; "drama
tization" emphasized 

"Instrumental Linkages"; "Cog
nitive Control"; "Identity" 

"Structure of alignments" 

"Equivalence"; "Transaction"; 
"Fit" 

"Human Adaptive System"; 
"Exchange"; "Possible Individual 
Act Patterns"; "Patterns for 
Control"; "appropriateness of 
the act" 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 
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Table 21. Summary of Approaches to the Standard of Rigor for 
the Function Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

Does not account for change 

Accounts for all three aspects; 
"General Sociological Law of 
Knowledge and Social Change" 

Accounts for all three aspects 

Accounts for all three aspects; 
"the ways in which young humans 
are taught to think, act, and 
feel appropriately" 

Accounts for all three aspects; 
functions performed by instru
mental linkages and correspond
ing instrumental activities 

Accounts for all three aspects; 
focus on the school's role 

Accounts for all three aspects; 
"rites de passage"; "Social 
Change" 

Accounts for all three aspects 

Unsatis factory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 
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standard. Their responses range from Henry's "General Sociological Law 

of Knowledge and Social Change" to Siegel's focus on the role of the 

school and Spindler and Spindler's depiction of these functions as 

being performed by instrumental linkages and corresponding instrumental 

activities. 

A rigorous cultural transmission model must possess a range 

broad enough to include all societies. Table 22 depicts the various 

approaches to this standard. Fortes's study is unsatisfactory here as 

it is restricted to the Tallensi. The work of Whiting et al. is 

similarly restricted to field work in five cultures. Siegel's is 

restricted also, but to the schools in post-literate societies. All of 

the other studies, those of Henry, Beals et al., Spindler and Spindler, 

Gearing, and Dobbert, satisfactorily account for both pre- and post-

literate societies. 

The standard for the scope category requires that a rigorous 

cultural transmission model conceive of cultural transmission and 

education in the most generic terms; only five of the selected studies 

do so, as depicted in Table 23. Spindler and Spindler establish the 

tone of those studies labeled as satisfactory by viewing cultural 

transmission as the educational process broadly conceived. Fortes, 

Beals etal., Gearing, and Dobbert concur with this conception. The 

other studies selected by this inquiry have been judged as having 

restricted ranges of one form or another. Henry limits his examination 

to the schooling of children over six years of age as seen from the 

adult educator's viewpoint. Whiting et al. equate "education" with 
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Table 22. Summary of Approaches to the Standard of Rigor for 
the Range Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et'al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

Restricted to the Tallensi 

Accounts for both pre- and 
post-literate societies 

Restricted to field work in 
five cultures 

Accounts for both pre- and 
post-literate societies 

Accounts for both pre- and 
post-literate societies 

Restricted to post-literate 
society's schools 

Accounts for both pre- and 
post-literate societies 

Accounts for both pre- and 
post-literate societies 

Unsatisfactory 

Satisfactory 

Unsatisfactory 

Satisfactory 

Satisfactory 

Unsatisfactory 

Satis factory 

Satisfactory 
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Table 23. Summary of Approaches to the Standard of Rigor for 
the Scope Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

Utilizes generic terms; educa
tion is "the process by which 
the cultural heritage is 
transmitted from generation 
to generation" 

Restricted to schooling of 
children over six years of 
age from the adult educator's 
viewpoint 

"Education" equated with 
"socialization" 

Utilizes generic terms; 
attempts "to put the whole 
life cycle into some frame of 
reference" 

Utilizes generic terms; cul
tural transmission is "the 
educational process broadly 
conceived" 

"Education" equated with 
"schooling" 

Utilizes generic terms; every 
person gets many educations 
in a variety of contexts 

Utilizes generic terms 

Satisfactory 

Unsatisfactory 

Unsatisfactory 

Satisfactory 

Satisfactory 

Unsatis factory 

Satisfactory 

Satisfactory 
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"socialization." Likewise, Siegel's concept of education is unneces

sarily narrowed to "schooling." All of these restrictions are inade

quate in terms of the present inquiry. 

Table 24 offers a summary of the various studies' approaches to 

the theoretical orientation standard of rigor. Henry's "Outline" 

proffers no consistent, clearly defined theoretical orientation and is 

unsatisfactory here. The other seven studies satisfactorily confront 

this standard. Of these seven, one has been identified as having a 

functionalist theoretical orientation, Fortes's study; and one, an 

ethno-scientific orientation, Spindler and Spindler's work. Three 

works were labeled as indicative of cultural ecology—Whiting et al., 

Beals et al., and Siegel. Finally, both Gearing's and Dobbert's 

studies were seen as part of symbolic interactionism. 

As is evident in Table 25, only three of the selected studies 

were evaluated as satisfactory with regard to the standard of rigor for 

the status category. Siegel's study was judged to be a satisfactory 

model of the "semantical" type. The other two models belong to the 

"heuristic" classification—the "Personality and Culture" model of 

Whiting et al. and Dobbert's "System-Model." The rest of the examined 

studies were deficient in one respect or another. Fortes's work is an 

admirable ethnography, but it is not a model of cultural transmission. 

Henry's "Outline" may be a "partial inventory" or a "methodological 

tool"; however, it is not a model. The work of Beals et al. is an 

interesting and informative descriptive work, but not a model. Spindler 

and Spindler offer an inventory somewhat in the manner of Henry, but 
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Table 24. Summary of Approaches to the Standard of Rigor 
for the Theoretical Orientation Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

Functionalism 

No consistent, clearly defined 
theoretical orientation 

Cultural ecology 

Cultural ecology 

Ethnoscience 

Cultural ecology 

Symbolic Interactionism 

Symbolic Interactionism 

Satisfactory 

Unsatisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 

Satisfactory 
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Table 25. Summary of Approaches to the Standard of Rigor 
for the Status Category 

Model Approach Evaluation 

Fortes 

Henry 

Whiting et al. 

Beals et al. 

Spindler and Spindler 

Siegel 

Gearing 

Dobbert 

An ethnography; not a model 

An "outline," a "partial 
inventory," a "methodological 
tool"; not a model 

Heuristic type; "Personality 
and Culture Model" 

Descriptive study; not a 
model 

An "inventory," a field 
technique; not a model 

Semantic type 

A partial heuristic model 

Heuristic type; a "Systems 
Model" 

Unsatisfactory 

Unsatisfactory 

Satisfactory 

Unsatisfactory 

Unsatisfactory 

Satisfactory 

Unsatisfactory 

Satisfactory 
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"Instrumental Activities Inventory" is perhaps best viewed as a field 

technique. Gearing's study seems to be moving in the direction of 

becoming a model, he does offer a heuristic model of some aspects of 

his theory, but at present it is unsatisfactory. 

A more concise manner of depicting these results is shown in 

Table 26 where (+) indicates that a study has satisfactorily confronted 

the standard of rigor for a particular category and (-) indicates that 

a study was unsatisfactory with respect to that standard. The total of 

"satisfactory's" is tabulated for each category and each model. 

From this tabulation it is evident that, in terms of the 

present inquiry, only one standard of rigor was satisfactorily con

fronted by all eight selected studies—that of the process category. 

Seven of the eight studies were judged as satisfactory in both the 

participants and content standards, with Siegel's study receiving the 

sole unsatisfactory evaluation in both standards. Likewise, seven 

studies were satisfactory with regard to the function and theoretical 

orientation standards, with Fortes's study the only unsatisfactory in' 

the former category and Henry's "Outline" the only study evaluated as 

unsatisfactory in the latter category. The "Instrumental Activities 

Inventory" of the Spindlers and Siegel's work were the only two studies 

receiving unsatisfactory assessments for the location and chronology 

categories; the other six studies were satisfactory with respect to 

these two standards. Exactly half of the selected studies were 

evaluated as satisfactory with regard to the range (the works by Henry, 

Beals et al., Spindler and Spindler, Gearing, and Dobbert) and the scope 



Table 26. Tabulation of "Satisfactory's" and "Unsatisfactory's" 

Fortes Henry 
Whiting 
et al. 

Beals 
et al. 

Spindler and 
Spindler Siegel Gearing 

Total 
Dobbert Satisfactory 

Participants + + + + + - + + 7 

Content + + + + + - + + 7 

Location + + + + - - + + 6 

Chronology + + + + - - + + 6 

Process + + + + + + + + 8 

Function - + + + + + + + 7 

Range - + - + + - + + 5 

Scope + - - + + - + + 5 

Theoretical 
Orientation + - + + + + + + 7 

Status - - + - - + - + 3 

Total 7 7 8 9 7 49 10 
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(Fortes's, Beals et al., Spindler and Spindler's, Gearing's, and 

Dobbert's works) standards. As to the status category, only the 

studies presented by Whiting et al., Siegel, and Dobbert were judged to 

be satisfactory models. 

The fewest "satisfactory's," four, were assigned to Siegel's 

study. The works of Fortes, Henry, and the Spindlers were judged as 

satisfactory in seven categories. One study, the Field Guide of 

Whiting et al., received eight satisfactory evaluations. The studies 

of Beals et al., Spindler and Spindler, and Gearing were near perfect 

with nine "satisfactory's." Dobbert's model was the only study to 

satisfactorily confront all ten standards of rigor. 

Another informative manner of examining the results of this 

study's critique of the selected works is to construct a paradigm 

similar to the kind used by ethno-scientists for what they term "com-

ponential analysis" (Spradley and McCurdy 1972). This paradigm is 

developed by determining three essential criteria or aspects which are 

present or absent in a given situation. In terms of the present 

inquiry, the ten selected standards of rigor were rearranged into three 

criteria for a rigorous cultural transmission model. The substantive 

criterion is concerned with all of the substantive, or content, stan

dards enumerated above; that is, with the participants, content, loca

tion, chronology, process, and function standards delineated in this 

study. The second, or theoretical, criterion has to do with the theo

retical orientation and status standards utilized above. Finally, this 

inquiry's range and scope standards comprise the purposive criterion. 
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In the componential analysis which follows, a particular study 

receives a positive evaluation for a criterion if the study has satis

factorily confronted all of the standards assigned to that criterion. 

Similarly, a study is judged as negative if it does not satisfactorily 

address all of the standards assigned to a criterion. When the 

selected studies are evaluated in this manner, Tables 27 and 28 result. 

Each criterion is then assigned two facets (plus and minus) of 

a cube (Fig. 14). These facets are then combined to form a cube with 

eight points representing various combinations of positive and negative 

evaluations (Fig. 15). It is then possible to assign the critiqued 

studies to positions on this cube (Fig. 16) for the purpose of com

parison. The relative degree of rigor of each of the selected studies 

then becomes evident in a dramatic fashion. 

Conclusions 

It is a relatively easy task to apply a set of selected criteria 

to a number of studies and then to criticize the latter for not meeting 

the former. A more difficult proposition is to draw valid conclusions 

from this process. By juxtaposing the results of this study's cri

tique, as in Tables 16 through 25, however, a number of conclusions 

become evident. 

First, this examination has revealed a progression in the 

"scope" aspect of these studies. Although Fortes conceives of educa

tion in broad terms, the next two works, Whiting et al. and Henry's, 

were too narrow in their conceptions of education. Henry's work 

focused only on formal schooling of children over the age of six from 
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Table 27. Tabulation of Substantive, Theoretical, and 
Purposive Criteria 

Substantive Theoretical Purposive 
Criterion Criterion Criterion 

Fortes - -

Henry + -

Whiting et al. + + 

Beals et al. + - + 

Spindler and Spindler - + 

Siegel - + 

Gearing + 

Dobbert + 
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Table 28. Tabulation of Criteria by Code, Description, and Study 

Code Description Study 

+++ Satisfactorily address all substantive cate
gories. Has satisfactory theoretical orienta
tion and status. Broad purpose. 

++- Satisfactorily addresses all substantive cate
gories. Has satisfactory theoretical orienta
tion and status. Restricted purpose. 

+-+ Satisfactorily address all substantive cate
gories. Does not have satisfactory theoretical 
orientation and status. Broad purpose. 

+— Satisfactorily addresses all substantive cate
gories. Does not have satisfactory theoretical 
orientation and status. Restricted purpose. 

-++ Does not address all substantive categories. 
Has satisfactory theoretical orientation and 
status. Broad purpose. 

—+ Does not address all substantive categories. 
Does not have satisfactory theoretical orienta
tion and status. Broad purpose. 

-+- Does not address all substantive categories. 
Has satisfactory theoretical orientation and 
status. Restricted purpose. 

— Does not address all substantive categories. 
Does not have satisfactory theoretical orienta
tion and status. Restricted purpose. 

Dobbert 

Whiting et al. 

Beals et al. 

Gearing 

Henry 

(None) 

Spindler and 
Spindler 

Siegel 

Fortes 
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SUBSTANTIVE STANDARD 

THEORETICAL STANDARD 

(-) 

(+) 

PURPOSIVE STANDARD 

Fig. 14. Criteria Assigned to Facets of Componential Analysis Cube 
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+ +" - + -

+++ - + + 

•m 

+ - + 

Fig. 15. Facets Combined to Form Componential Analysis Cube 



178 

-  +— 
SIEGEL 

-++ 

FORTES 

sWHITING et al. 
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— -  +  
SPINDLER AND 
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DOBBERT 

f~ + 
BEALS, SPINDLER, AND SPINDLER 

GEARING 

Fig. 16. Cultural Transmission Studies Assigned to Relative 
Positions on Componential Analysis Cube 
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the adult educator's point of view. The study by Whiting et al. 

equated education with socialization within the "primary social unit"; 

a restriction which runs counter to this study's contention that educa

tion is generic to the socialization process. However, four out of the 

five most recent studies were judged as adequate in this standard, so 

progress is revealed here. 

Second, as depicted in Table 29, there has been evident develop

ment in the "theoretical orientation" category. Fortes made rather 

oblique references to the functionalist basis of his study, while it 

was not possible to classify Henry's "Outline" according to the 

selected typology. The more recent studies, Spindler and Spindler's, 

Gearing's, and Dobbert's, are characterized by greater theoretical 

sophistication. In addition, and perhaps more importantly, these later 

studies are much more explicit as to their theoretical affiliations. 

Table 29. Typology of Selected Studies by Theoretical Orientation 

Symbolic 
Functionalism Cultural Ecology Ethnoscience Interactionism 

Fortes Whiting et al. 

Beals et al. 

Siegel 

Spindler and 
Spindler 

Gearing 

Dobbert 
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Progress is also evident in the increased comprehensiveness of 

the purposes underlying these studies. Fortes's study deals with one 

tribe, the Tallensi. Henry presents an outline, a partial inventory, a 

methodological tool; but not a comprehensive theory of cultural trans

mission. The work of Whiting et al. focuses on socialization and is 

inadequate to explain the cultural transmission process. Spindler and 

Spindler's "Instrumental Activities Inventory" is perhaps an effective 

methodological device; nevertheless, it obviously does not approximate 

an adequate theory of cultural transmission in all societies. Siegel's 

purpose was to examine the "educational products" of formal education 

within the "educational community." Clearly, his work has to do with 

"schooling," like Henry's; it is not a comprehensive theory of the 

entirety of the cultural transmission process. 

Only three of the critiqued works are satisfactory as to pur

pose. Beals et al.'s cultural compression and discontinuity study 

attempts to make valid statements about the process of cultural trans

mission. Gearing's and Dobbert's studies are also adequate with 

respect to this category. The titles of their efforts, "A General 

Cultural Theory of Education" and "A General Theory of Cultural 

Transmission" respectively, indicate the breadth of their intent. 

These studies reveal an increased comprehensiveness as to purpose. 

Fourth, there has also been a progression with respect to the 

"status" category. The first two studies, Fortes's and Henry's, are 

completely inadequate as models. Both studies offer no conception of 

what a model is and should not be categorized as models in any context. 
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Beals et al.'s cultural compression and discontinuity study is also 

inadequate as a model, as is the "Instrumental Activities Inventory." 

Three studies, including the two most recent, may be classified 

as models: Whiting et al., Siegel's, and Dobbert's. These studies, 

and only these, may be labelled appropriately as "models." Only the 

last of these, Dobbert's, is a rigorous cultural transmission model 

according to the present inquiry's requirements. 

Lastly, the conclusion is inevitable that, despite Foster's 

(1972) disclaimer about the lack of theoretical growth in anthropology 

and education, growth has occurred in the area of the study of the 

process of cultural transmission, at least. One of the ways this 

growth is evident is in the increase in the number of "Satisfactory's" 

awarded to the more recent cultural transmission studies (Table 26). 

This progression is culminated in Dobbert's perfect assessment. The 

progression revealed by this study's critique in the various categories 

mentioned above combined with generally increased rigor, theoretical 

sophistication, and methodological explicitness strongly supports the 

contention that there has been progress in some areas of anthropology 

and education. 

Recommendations 

A number of recommendations seem evident from the foregoing 

critique of these selected studies. These recommendations fall into 

two main types: recommendations for each study, and more general 

observations relating to the study of cultural transmission as a whole. 
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Host of the studies considered have areas which, in the opinion 

of this writer, are deficient. Fortes's study is an excellent ethno

graphy but is in no way a model of cultural transmission. Henry's 

"Outline" contains, perhaps, the embryo of a general theory of cultural 

transmission. However, Henry's taxonomic approach has been abandoned, 

more or less, by other theorists working in anthropology and education. 

Perhaps a renewal of interest in the "Outline" will occur in the future. 

The personality and culture model of Whiting et al. seems beyond the 

ken of anthropology and education. Its emphasis upon socialization 

within the "Primary Social Unit" unnecessarily restricts the scope and 

purpose of their study. 

The cultural compression/discontinuity concept proposed by 

Beals et al. could be productive if its components could be codified 

into a coherent and comprehensive theory. In a similar fashion, the 

"Instrumental Activities Inventory" has the appearance of a beginning 

of a theory of cultural transmission. Perhaps in the future the authors 

could expand its purpose and incorporate this technique into a generic 

theory. Siegel's study is a dead end as far as cultural transmission 

is concerned as long as its scope and purpose are restricted to the 

"educational products" of formal education. 

Gearing's group is apparently working on the intra-psychic 

aspect of the cultural transmission process at present. This seems a 

likely area for future research. It will be recalled that the sole 

defect preventing Gearing's study from being classified as a rigorous 

cultural transmission model was its lack of status as a model per se. 
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It is anticipated that his group will offer a more comprehensive model 

for his general theory in the near future. 

As for the study of the process of cultural transmission, in 

general, prospective inquirers into this process should confront a 

number of issues examined in the present study. First, these future 

theoreticians should operate with a coherent and consistent concept of 

the range and scope of "cultural transmission." This is a generic term 

incorporating education, socialization, and enculturation. Any less 

comprehensive conception of this term will produce a more restricted, 

and hence inadequate, study. Similarly, a study which did not attempt 

to explain all aspects of the cultural transmission process in all 

societies would likewise be unsatisfactory. 

In addition, it is the contention of the present inquiry that 

an adequate study of cultural transmission must account for a number of 

aspects of this topic. An adequate study should examine the content, 

location, and chronology of the transmission of culture. In addition, 

such a study should be concerned with the participants in and process 

of cultural transmission. Lastly, an adequate study must also account 

for the recruitment, maintenance, and change functions of cultural 

transmission. 

Also, subsequent studies of cultural transmission should make 

explicit the methodology by which they collect their data and the 

theoretical orientation which, necessarily, permeates their studies. 

The present inquiry has utilized Goetz and Hansen's (1974) classifi

cation of theoretical orientations (functionalism, cultural ecology, 
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ethnoscience, and symbolic interactionism). Adoption of this specific 

classification is not necessary, but future studies should proceed from 

some consistent, clearly defined, and explicit theoretical orientation. 

Thirdly, future students of the cultural transmission process 

should make explicit the rationale for their study's status as a model. 

This issue was frequently left unexamined by the "models" examined 

above, and, just as frequently, this led to the disqualification of 

these "models" as rigorous cultural transmission models. The present 

study has revealed four major conceptions of "model" (isomorphic, 

formal/mathematical, semantical, and heuristic models). Whether or not 

future examiners adopt this particular typology is irrelevant. What is 

imperative is that some consistent conception of "model" be adopted, 

maintained, and made explicit by the researcher. 

Lastly, those interested in the study of cultural transmission 

might benefit from the utilization of the theoretical framework proposed 

in the present study. Five possible uses of this framework seem evi

dent. First, the matrix contained herein could aid in the clarification 

of one's understanding of the cultural process and of the models which 

examine this process. Such clarification should come about as the 

result of placing these models within the matrix for the purpose of 

analyzing and comparing them. Second, the present study could be use

ful as an aid in summarizing the corpus of work which has been produced 

to date. The framework herein can serve as a series of "hooks" upon 

which to hang the studies already completed so as to facilitate one's 

grasp of the relationships between them. In addition, this framework 
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may throw into sharp delineation the differences between, and simi

larities among, the various models which have been proposed. Fourth, 

this matrix may permit the student of cultural transmission to deal 

routinely with new models as they appear in the future. With this 

matrix as a foundation, new models may be placed within the framework, 

analyzed, compared, and quickly aligned amid the already-existing 

models.- Lastly, the ongoing analysis of this theoretical framework 

itself may point the way to greater understanding of the process of 

cultural transmission. 

This essentially exploratory investigation is intended as a 

critical examination of cultural transmission models in order to 

identify facets of inter-system coherence and rigor in these studies 

and anthropology and education as a whole. This dissertation is an 

attempt to facilitate, through the utilization of the proposed theo

retical framework, understanding by practitioners in the field, and 

others, of the research into the process of cultural transmission which 

has already been completed. Moreover, it is hoped that subsequent 

researchers might profitably make use of this framework in the future 

to produce more rigorous examinations of cultural transmission. 
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