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CHAPTER 1
INTRODUCTION
(A) GENERAL SCHEME OF THE PROJECT

The objective of this project is to study and explore the
dominant form of Antonio. Gramsci's{1891-1937; an Italian Marxist)
ideas on education in the 1light of his theory of 'cultural
hegemony' and 'révolutionary praxis'*. In Gramsci's scheme,
education has no direct bearing on revolution. On its own, it
cannot bring about a fundamental restructuring of society. But
for Gramsci, the task of education is to equip the masses both
with the general training for life and the experience of
revolutionary practice. Moreover, it i§ in the revolutionary
practice that human beings develop some of their crucial
abilities. Education equips the masses with some general
capacities without which revolutionary praxis is impossible. By
this 'general capacity' we mean 'the fundamental poﬁer to think
and ability to find one's way in life". (Selections from the
Prison Notebooks (SPN)}; 1971, p.26). The purpose of this paper
is to c¢critically examine, as such, Gramsci's views on the
political _functions of educaticonal process, cultural symbols and
meanings, and how he addresses the relation between education,

culture and power i.e. the problem of hegemonic struggle,

* I have preferred to use the concept 'revolutinary praxis'
rather than ‘'revolutionary change'. The obvious reason is
that the concept ‘'revolutionary praxis' signifies a more
'practical’' thematic stand.



There are various reasons for taking up this project. There
has been a growing reception of Gramsci during the 1970's and
1980's. There has been a multitude of enterprises in the area of
political theory based on Gramsci's work. But not much
work/research has been done on his educational ideas. Only
Harold Entwistle (1979) has written a book on the implications of
Gramsci's educational ideas. But his account of Gramsci is
rather too ‘'conservative' (stressing the need for 'precision,
discipline, order, standards and "sobriety" in schooling, p.107).
Entwistle's work 1is gratuitously hitched to an ultimately
misplaced polemic against Gramisci and 'current neo-marxist
educational theory'. Entwistle confuses the conjuctural
specificity of Gramsci's observation on education with the larger
arguments about knowledge, language, culture and ideology that
his thoughts as a whole can help sustain. Secondly, Entwistle's
observations are exclusively focussed on the formal education
(i.e, schools and vocational education) only. Here, in this
project, I have tried to analyse his educational ideas in a much
larger perspective inéluding all those informal secotrs like

culture, language and symbol in general; media, party,

intellectuals and the state in particular.

In a different way, Madan Sarup (1983) has devoted a single
chapter on ‘'Gramsci, education and social change' which is
insufficient (hardly sixteen pages) and which is incomplete in
many respects, He discusses only few topics: e.g. the role of

teachers, the functions of school and different methods of



pedagogy ({(p.131}. Sarup has given only general outlines and
lacks rigour of indepth philosophical analyses. Both Entwistle
and Sarup, it seems, are interested more in using Gramsci for the
sole purpose of personal, pelitical or intellectual clarificétion
and less in the illumination of Gramsci's ideas into any other
rythm than his own. Any theory of education is developed in
response to the demands of particular social, historical context
and therefore, must be understood only in relation to this. The
punctuations of any educational theory had to be theorised
'internally'-in terms of theoretical identifications of its own.
socio-historical contexts, to the specific needs and aspirations.
Without wunderstanding his "whole system"” view, it is impossible
to grasp Gramsci's educational purposes. Since some of Gramsci's
original context,>the needs and aspirations embedded therein are
found even in our own Indian context, I have taken the liberty of
trying to draw out some of the implications of his ideas in the
contemporary Indian context. But this will be done cufsorily and
admittedly, with little depth. Some of the topics worth
analysing in the In@ian context will include examination of
classroom teaching, content and curricula, emergence of Hindu
Revivalism and its relation with education and finally, the

problem of ‘'autonomy' being given to few public schools.

Gramsci does not provide a proper theory of education or
ideology. Much of his writings on education are in part a

reaction to the Gentile Reform of Education (1923) introduced by



the fascist regime in Italy. As a result, Gramsci comes to
provide us some principles regarding educational problems, It is
from these principles and observations on Gentile Reform and his
other essays on 'Intellectuals', 'State and Civil Society' and
‘the Philosophy of Praxis', that I will ¢try to sketch an
educational theory. His writings provide us deeper insights of
education in the cultural shpere. For example, we find
statements like, "every relationship is a pedagogical
relationship” or ‘"education as an activity and initiative in
political and cultural hegemony"'" (SPN: 1971, p.258). Gramsci's
resistance to Mussolini, his sStress on tHe role of critical
thinking, individual action and thought in history, his vision

that workers create their own intellectuals, educational and

cultural institutions - all this makes an agenda for this
project. I would mainly rely on his 'Notebooks' during his
prison years. His pre-prision writings and activities will be

referred only occassionally ie. only when they help to clarify

some points stemming from the 'Notebooks'.

This project consists of five chapters analysing Gramsci's
contributions. The first chapter is a general introduction of the
project. The second chapter deals with Gramisci's writins on
formal education found in twenty odd pages in the 'Notebooks'.
Though Gramsci makes a passing remark on some of less significant
things like school buildings, teacher-pupil ratios, examinations,
general facilities in schools, I would like to concentrate on

four major basic subjects like functions and purposes of schools,



content and curriculum; Discipline, instruction and role of
teachers: and vocational schools. These subjects constitute all
the mainstream educational debates: the relation between
education and class; lthe problem of specialisation and
vocationalism; the ideology of education and division of labour;
elite school and the "comprehensive" school. These aspects will
demand from us the main premises upcon which a theory of
education can be coﬁstructed. Gramsci's notes on 'Education’
consist of three 1levels at which educational activity occurs,
These are: elementary education ('genacio'), secondary schools
{'"liceo') and the  university. Teachers are involved in the
process of producing, transmitting and Jjustifying public
knowledge. They do this explicitly wvia the curriculum and
implicitly through the organisation of school, Course content,
teaching styles, grading procedures, power relations entered
into, are all means whereby the formal educational system makes
its contribution to the consciousness of students, his personal
identity and social roles and to the store of public knowledge,
public wvalues and public culture. Gramsci's views in these
matters change in their emphasis as well as in content as we move
from lower stage of education to higher stages in education.
Neﬁertheless, there runs <vconsistently a coherent theme aiming
'development of critical thinking' as the major function of
schooling. This function is integrated with technical knowledge

of production at higher stage of education.



Gramsci's opposition to the Gentile Reform of education will
also be discussed in this chapter. Gentile reform claimed to be
progressive because it was based on the principle of 'child-
centred' pedagogy and 'vocationalism'. Gramsci was opposed to the
Gentile conception of 'child centred pedagogy' and
'vocationalism', However his opposition to Gentile reform is
taken as a case of conservatism by Harold Entwistle (1979). By
'conservatism' I mean a structural inclination for the 'status-
quo' as opposed to radical change. Gramsci's ideas about
education are supportive of radical change, though only
indirectly. I will try to demonstrate in this project that his
educational ideas are 'progressive' and not 'conservative'. He
was right in opposing the 'psuedo-progressive' perspective
operating in Gentile reform : labelling the central problem of
life as ‘'poverty' rather than as ‘'oppression'; identifying the
cause of poverty as the self-inflicted 'deficiency of the poor,
rather than oppression; proposing, as treatment, to change the

behaviour of the individual through transmission of information

and skills; converting progressive political methods into a
'neutral’ classroom technique, 'autonomy' of institutions,
emphasis on 'specialisation'; and defining 'action' as coping
activity,

Chapters 3 and 4 deal with eduation considered as a part of
the 'superstructure' i.e. the Marxian notion of ‘'base' and
'superstructure’., Education and culture are active dimensions of

hegemonic politics., Education and culture take part in the real



processes of social life at various planes like consciousness,
ideology, language, symbols etc. Part of this chapter will be
concerned with some theoretical perspectives/formulations on
relation of these with education. Education in the wider context
of conciousness, language, ideology and hegemony shapes the
historical present. Account of all these processes will be
theory-based because the real is not immediately given. Although
science 1is about the world and its real cobjects, the object of
scientific knowledge are abstracted theoretical objects. The
real social world is chaotic and complicated. There are numerous
competing causal chains interacting with each other. To
understand it, to apropriate it theoretically and intervene
practically, we must begin with simplified models and theories.

With this theoretical endeavour, we would like to reconstruct

some theories of consciousness, common sense, ideology,
language, hegemony, state, intellectuals, party, media, texts
and symbols in these two chapters. Topics 1like state,

intellectuals, party, factory councils, media, text's and symbols
are put under a separate chapter, since they are the agents
through which effective changes can be brought about. The role
of these agents constitutes the transforming power of education
in society. The working class organic intellectuals and their
political, cultﬁral and educational organisations can help to
give a direction to radical social change. The modern bourgeoise
state, wunlike the pre-bourgeoise state, has become a "cultural"

or '"ethical" state in "as much as one of its most important



function is to raise the great mass of the population to a
particular cultural or moral level, a 1level or type which
corresponds to the needs of the productive forces of
development, and hence to the interest of the ruling classes"
{SPN : 1971 P.258). But the relative autonomy of the cultural
state provides a terrain for ideological hegemonic struggles., It
alows space for the various agents (mentioned above) to bargain
in the hegemonic struggle,. Dialectics and history expose the
real 1limits of a situation and then suggest means for the
transcending ‘of them, Hence, to put it straight, in these
chapters, we are going to draw our attention to the question of
how intellectual change with help of varius agents, can be
effected in the people who live their lives, within an
ideological hegemony. This presupposes an examination of the role
of the agents, necessity of further work on the ideological
content of common sense, its contradictory elements and potential
weak points, to elucidate the positive content in the semiotics
of common-sense, language, symbols and other sign systems and
finally, to find out their consistency in .the 'totalising'

notions of the party, the intellectual and the 'philosophy of

praxis’'.

Finally, in the last chapter, we are going to discuss
Gramsci's contribution to development of Marxism. Our basic aim
is to find out whether his educational theory in the light of his

political theory can be regarded as a modification rather than an



abondonment of Marxist theory. Marxism sees 'practice' or
'conscious' human activity as mediating between mind and matter-
between the subject and the object. On this premise of Marxist
'science and praxis', we would like to examine the thoughts of
Gramsci and see whether his thinking is historically correct in
its ability to intervene successfully in the causal mechanisms of
the world. This chapter is an evaluative study of how education
and consciousness arise out of and are shaped by historical
practice e.g. dialectics. Proceeding from a rigorous textual
analysis of 'Prison Notebooks' and the 'Comintern Marxism',6 we
find that Gramsci has given a new set of vocabulary and
punctuation different from 'comitern Marxism' and this is what
constitutes his contribution to Marxism. Our task in this
chapter is to see how Gramsci could bridge the gap between
socialist ideology and 'spontaneous consciousness' which Lenin
and Lukacs could not do. Finally, I would like to locate some

fruitfull areas for future research 1in Gramsci's educational

thought.

(B} QUESTION OF POLITICS, EDUCATION AND REVOLUTIONARY CHANGE : A

*

BACKGROUND

Before i examine Gramsci's ideas in the next chapters, I
would like to dilineate the background to some of the principal
issues in Marxist theory of education that I shall raise.
Broadly speaking, according to Michael R. Matthews1

. there are

two approaches to radical school reform: (1} the first focusses



on content; (2) the second on procedures. The first is
concerned with curricula content by exposing myth, combating
folklore, superstition, nonsense and ideoclogy in educational
programmes and substituting critical thinking, class analyses,
socialist and counter-hegemonic values etc. The second approach
believes in altering the.relations of power and control within
schools as key to altering consciousness. These radical reforms
are concerned only with the formal education ‘and not with the
society as a whole. In these approaches education is considered
as one among the many intervening variables in social change.
Recently, sociology of education has experienced a major shift
in 1its emphasis. Previously, it was concerned primarily with the
social background of students and their placement in the
hierarchy of work roles, More recent approaches concentrate
much on the nature of the educational experiences that students
go through during their schoel and university life. It is now
understood that social relation, though shaped by the economic
system 'in the last instance' {a phrase used by Althusser), are
also shaped by pedagogical interactions between teacher and
pupil, curriculum materials and school rituals. With all these
perspectives in mind, this work is going to address the complex
world of educational politics, through an examination of diferent

types of educational categories available in Gramsci's work.

In Gramsci's thought, politics figures philosophically as
the central human activity, the means by which each individual's

consciousness is brought into contact with the social and natural
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world, (SPN: 1971, P.XXIII). In fact, Marxist educational
theory is essentially a theory of 'practice' --- to change the
'nature', ‘'society' and the 'man'. The guestion of politics,
education and 'revolutionary change' 1is basically related to
this central guestion: 'Does education legitimise the established
patterns of socio-economic relationship, or is it supportive of
éhange. There has been a return to the practices of education
itself (as 1in the works of Peire Bourdieu, Passerson, Basile
Bernstein), whether these do or donot reproduce the dominant
(i.e. bourgeocise) behaviour and values., Writers like Michael
Apple (1979) and Jean Anyon (1981) concentrate on social
practices within schools which relate to transmission of dominant
class ideologies. In their Qork, educational system 1is
considered as relatively autonomous superstructure allowing space
for dynamic changes in the structure of social consciousness.
Thus the emphasis shifted here is on schools as 'cultgral'vnot as

economic institution which was the basic argument of the

'correspondence theory'. Put briefly, the 'correspondence
theory' in education sees school as the microcosm of the larger
society. That is "its organisational and social relationships

accurately reflect the economic, political and social norms of
the wider society and its disciplines and pedagogial routines
socialiée the young towards acceptance o¢f the economic and
social status-quo"z. In many of the Marxian writings like Bowles

and Gintis (1976}, there has been an absence of 'contradictions'

in their scheme of 'correspondence' theory, and in this sense,

11



they are ‘'deterministic' rather than dialectical.

By contrast, the 'contradiction theory' in education

suggests that even the educational system has its own
contradictions which help in developing a critical attitude
towards the society and the educational system itself. Education
doesnot form a 'closed information system but rather, is a
historical messenger', Contradictions in education can
illuminate the process of change by pointing to disjunctures
between the schools and the economy. The ingenuous process by
which the educational system reproduces itself is alterable. It
creates different attitudes and mentalities which often question
the legitimacy of the system. Gramaci's theory of education goes
a step further than these two theories by propounding new
concepts like 'contradictory consciousness', ‘;ntellectuals' and

'hegemony'. A 'Hegemonic' educational system is an 'open' system

allowing for 'contestation' and 'compromise' among various

competing value-systems. It is the role of intellectuals

{(mediation) and the historical (dialectical) relationship between

the cobjective conditions of the life o©of men in and outside

schools and the way they perceive them (contradictory

conscigusness). All these provide space for social and

educational change. Michael Apple (1979) identifying his own
analysis closely on Gramscian lines argues that not only does
economic structure not ensure a simple correspondence between it

and schooling, but rather, the schools help recreate conditions

12



for ideological hegemony to be maintained.3 Hegemony is not a
closed system but rather a negotiable process between vaious
competing forces. Hence heqemony]counter-hegemoney whether in
the «c¢ivil society or in the educatioconal system, does not come

itself. It must be worked for by intellectuals in particular

sites such as, the family, the workplac_eJ schools, universities,

media, and other working c¢lass social, cultural and political

institutions. This is the crux of Gramsci's educational,

cultural and political thought.

Michael Apple argues that the educational system themselves
are the producers of culture and ideoclogy. Like the workplace,
educational processes are also full of contradictions - but it is
a process where contradictions compete with each other. It

provides a terrain for contestation and struggle.4 The emerging
structure after contestation and struggle of contradictions
becomes the hegemonic structure. Thus contradiction and hegemony
donot annihilate the opposite elements but they simpl§ transcend
them, 'Contradictions’' and 'Correspondence' {Compromises) exist
side by side within a hegemonic dominance. Pedagogical
relationship between teachers and students, curriculum materials
and school rituals, hidden ideological interferences with the

curriculum and actual educational practices are the primary

contradictions in this reproductive process, Gramsci's
suggestion for radical reform in education is - focussed both on
content and procedure. "Schooling must be studied, on the orl

hand, as a part of critical theory of society which is logically

13



prior to and inclusive of a rdical theory of education, On the
other hand, schooling must be seen not only as a part of 'global’
dimension of oppression, but it must be studied in its own
right,.... Proponents of a genuinely radical educational thoery
will have to spend more time in understanding how the many
variables at work, in the classroom encounters and pedagagical
interactions reproduce and contradict the prevailing ideologies

' . 5
and social relationships in the larger society".

The 'structural determinism' of in educational theories
should be examined critically --- where consciousness looses its
capacity as an active force, and the socio-cultural forces that
mediate between the forces of production énd consciousness are
also lost. Schools are primarily sites of 'active cultural
sphere' which function both to sustain and to resist the vlaues
and beliefs dominant in the society. However, there is
disagreement over whether social reproduction relies primarily on
the production and reproduction of ideoclogy - or - on the
reproduction of division of 1labour and social relations of
production, Despite this disagreement, there is a consensus on
the assertion that ideology and production are difficult to
separate, nor are they mutually exclusive. Both the 'Gramscian'
and 'Althusserian' approaches to reproduction and education are
not mutually exclusive, though their point of emphasis is in two
directions. Gramsci's concept of hegemony is an all encompassing

concept in which the ‘'structural dominance' (Althusser) is

14



securely withheld. Hegemony is equated to the dominant
ideological forms and content which requires that the dominance
of a social group be continually renegotiated in accordance with
the fluctuating economic, cultural and political strengths of the
subordiante classes, Ideology and consciousness play an
important role in capitalist development in all states, whether
it is a weak state or a strong state (i.e. the various amalgam of
'consent' and 'force' - as the basis of state)}. The process of
achieving the legitimacy of the stafe does provide some space for
ideological and hegemonic struggles. Thus schools, universities,
workplace, media, party and other associations provide a site for

these struggles.

Apart from the 'content' focussed and 'procedure' focussed
strategy for radiéal' educational reform, the guestion could be
seen from another paradigm. An alternative paradigm is given by
T. J. La Belle6 {1976). He makes a useful distinction between
“"DEPRIVATION - DEVELOPMENT" strategy for social change ‘and
"DEPENDENCY-LIBERATION" strategy. The former 1is based on a
psychlogical view of disadvantage (deprivation) and prescribes
beﬁaviour modification (development) as the solution. The latter
explains disadvantage as the result of structural inequalities
that create dependency and propose to increase the power of the
masses/oppressed (liberation) as a solution. In case of Gramsci,
the power of the masses can be increased by generating critical
thinking among them and giving them a historical orientation.

The ‘'deprivation - development” strateqy is the crux of the

15



'pseudo progressive' educationist's argument. It provides a
roﬁte out of the 1liberal dilemma of how to handle radical
politics. By suggesting that poverty is self-inflicted and not a
product of history (oppression), that the major problem is lack
of skills rather than historical or structural constraints, the
pseduo- progressive educationists succeed in by passing the
political aspect of Antonio Gramsci, It is precisely through
'adaptation and adoption’ to the tradition, culture and
historical knowledge of laws of nature and society, that Gramsci
emphasises development of '"general culture" (as way of living)
and "critical thinking". Radical politics‘demands abolition of
cultural or knowledge monopolies and of privileged forms of
schooling. This would establish a change in the in-group
relations o©of thée school, a switch from competitiveness to
cooperation allowing more open and active relaticonship between
school and society, between the intellectual and the "masses'.
It presupposes a mutually enriching and active dual relation

between the teacher and the taught, between man and society.

Though there are several versions of the several concepts
embeded in particular debate or historical reference, and that no
chronolgoical or wunilinear description of his ideas in 'Prison
Notebooks' is possible, it is necessary that his ideas should be
understood in the context of the intellectual climate of Italy at
the begining of the century. The dominant influence was a neo-

Hegelian philosopher, Benedetto Croce, and throughout his life

16



Gramsci conducted a sustained 'dialogue'’ with him. What Gramsci
learnt from Croce was a view of history that embraced all human
activity - art, economics, morals, philosophy and politics. It
was Croce who pointed attention to the importance of culture and
thought in the development of history, and to the function of
intellectuals in society. He also took his antipathy to
'positivism' and ‘'economic determinsm' from Croce., In short,
Croce provided the framework within which Gramsci was to carry
out his adaptation of Marxist ideas to the circumstances of Italy
in the early 20th century. Besides Croce, the main influences on

Gramsci's thinking were : Hegel (State and Civil Society):

Machiavelli ('The Prince'}); Marx (base and superstructure):
Labriola { 'Philosophy of Praxis'); Luxemburg ('Spontaneous
uprising'), and Lenin (Jacobinism).7 In rejecting economic

determinism and other mechanistic version of Marxism, Gramsci
moved away from the fatalistic interpretations that were common

at his time. A socialist transformation or revolutionary change

was defined by him as the militancy of the communist party, along

with expansion of democratic and hegemonic control. An essential

element in Gramsci's political philosophy was that the

revelution, and the preparation for it, would involve profound

change in the consciousness of the 'masses'. It is this

understanding of the «cultural aspect of social relations, the
importance of education and its relation to politics, that makes

Gramsci's contribution to Marxism so outstanding.
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CHAPTER 2
GRAMSCI'S IDEAS ON EDUCATION

The essays on 'The Intellectuals' and 'On Education' are
found together in Gramsci's original manuscript (Quaderno XXIX,
f£.I-12). Both these essays stress the democratic and class
character of intellectual function through schools (SPN: 1971,
Introduction, p.3). Both the essays underlie his study of
history and particularly of the 'RESORGIMENTO'. Philosophically,
its premise is that 'every man is an intellectual' and it is the
'organic intellectuals’' who perform an essential mediating
functicon in the struggle of c¢lass forces, Since many of
Gramsci's ideas are at the <centre of educational debate, the
purpose of this chapter is to explore the dominant ideas found in
these two chapters and various other chapters, in order to
construct a educational theory. To be sure, Gramsci's relevance
lies precisely in his treatment, within the context of his
radical political theory, of all those theories which concern the
formal‘ educational system. They are: sociology of curriculum,
the apparent discontinuity between the culture of the school and
that of daily 1life, problems of language and 1literacy in
education, the role of state in the provision of education, the
cultivation of elites and the role of intellectuals, the relative
fucntions of apthority and spontaneity in education and the
ambiguous relatinship of these to different political ideclgies

(especially Fascism), problems of vocational education, the place
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of theory in the curriculum and its relationship to action in the
world outside the school; and in particular, the consideration of
those theories in relation to the education of the working class.
"It is the revolutionary and historial perspective which
structures his whole analysis of educational activity" (SPN:
1971, 1Introduction, p.25). According to Sudipta Kaviraj, in the

readings of Hegel and Marx "history appears as a story of human

beings rising t¢ self-consciousness and therefore getting some

kind of increasing control over their collective destiny".1 In

this sense, Marxian science 1is a theory of history, theory of
self -consciousness and social change, With this perspective of
tapping of the originality of the masses' consciousness and
thinking process through the mediating role of intellectuals,
Gramsci attaches great significance to the gquestion of politics,
education and revolutionary change. In his introduction, Quintin
Hoare writes that, "(Gramsci) starts by suggesting the terms of a
Marxist historicist approach to philosophical activity seeing it
as organised critical reflection on existing forms of thought and
their relation to the actual world which produced them. The
premise behind this approach is that philosophy is not just the
abstract cogitation of a few professional intellectuals but a
concerete social activity in which, implicitly, all men are
engaged." (SPN, p.321). His criticism of the Gentile reform of
education introducedr in Italy in 1923 by the fascist regime and
which claimed to be progressive) should be seen in the light of

his personal situation, history and philosophy. Quintin Hoare
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writes that "the apparently ‘'conservative" eulogy of the old
curriculum infact often represents a device which allowed Gramsci
to circumvent the prison censor, by disguising the future (ideal
system) as the past in order to criticise the present. 1In a
different way, Oramsci's insistence on the values of discipline
and work in education must also be seen in terms of his own
history. He was far from being hostile to the Rousseauesque
tradition in education, though he was critical of it". (SPN

Introduction, p.24).

There are many other contradictory interpretations of
Gramsci'é writings on education. The difficultutes of
interpretation arise for many reasons. Firstly, Gramsci was
trying to work towards new concepts with an old vocabulary.
Seceondly, he was writing in prison and had to disguise his
concepts to pass the fascist censor. Thirdly, after Gramsci's
death his work was again censored and adapted by the Italian
Communist Party leadership to Jjustify the Party's tactices.
Because of their variety as well as their fragmentary nature, the
'Prison Notebooks' provide texts to support many different
interpretations of Gramsci. Some writers present Gramsci as a
theorist with a non-Leninist policy. Harold Entwistle and M.F.D.
Young convert Gramsci into a 'liberal philospher of education'.
But it will be seen that Gramsci, far from being these, sought to
develop a genuine Leninist political practice - both in terms of
intra-party norms and of responsiveness to the spontaneous
activity of he masses". (SPN:1971, Introduction, p.XIV).
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Gramsci believed that masses organised by intellectuals under a
party, working in cooperation with different but allied historic
blocs, can become {of their own volition) a force in the
dialectical process, His observation on traditional schooling
and Gentile reform, and his views on education of the working
class through the role of factory councils, party organisation,
and various cultural symbols, institutions constitute an
integrated compfehensive theory of education which is fully
consistent with the requirements of revolutionary praxis. Geof
Eley contends that it was too simplistic to categorise Gramsci as

a traditional educationist.?
FUNCTIONS AND PURPOSES OF SCHOQOOL

By school, Gramsci generally means the 'common school' or
'comprehensive school' or 'school of humanistic formation'
{taking the term "humanism" in a broad sense rather than simply
in the traditional one) or education in 'general culture' during
childhood. Gramsci in particular talks abut formal elementary
and high school stage education and sometimes he gives 1little
references about university education. He is also concerned with
vocational education and the informal education of working class
through agencies outside formal educational system., There is no
formal age ©prescription, but he writes: "the fixing of age for
compulsory school attendance depnds on the general economic
conditions, since the latter may make it necessary to demand of

young men and women, or even of children, a certain immediate
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productive contribution”" (SPN:p.29). The general stages which
Gramsci talks about are (1) 'Ginnasio' - whose Indian eguivalent
would be primary and elementary education, (2) 'Liceo' - high
school and (3) the University (ibid,, pp.30-31). Common school
pertains to the first two of these stages. It "aims to insert
young men and women into social activity after bringing them to a
certain }evel of maturity, of capacity for intellectual and
practial creativity, and of autonomy of orientation and

initiative" (ibid., p.29)}.

Gramsci's 'Notes' on schooling are, however, an inconclusive
interrogation about the kinds of educational practices which he
thought desirable and necessary. That is why, much of his
writing 1is c¢oncerned not 'with existing reality but with a
possible one. For this reason some of his 'Notes' on education
appear prescriptive. For example, when he talks about the
'common school'/'humanist school'/traditional school' (Gramsci
uses these terms interchangeably), he writes that "it was
designed to develop in each individuwal human being an as vyet
undifferentiated GENERAL CULTURE - THE FUNDAMENTAL POWER TO THINK
AND ABILITY TO FIND ONE'S WAY IN LIFE" (SPN, p.26). But it must
be recognised that some of Gramsci's views on the formal
education arise out of his own time and place. They may be
irrelevant in western capitalist system, but they are certainly
relevant today for third world countries, especially India where

the social condition are similar to those of Italy of his time.
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In Italy, there existed a prosperous industrial north, alongwith
a backward peasantry in south. In India also, there exist few
industrial pockets along with large backward areas of rural
peasantry. Gramsci is important for us in that he raises some
crucial question about education and culture which are relevant
for the western systems also, but at the same time, it must be

accepted that many of these questions are left unanswered.

For Gramsci, the purpose of schools is to develop a critical
consciousness thorugh intellectual application. He argues that
the school curriculum should provide not only the basis of

knowing what is (its not similar to the concept of 'banking

knowledge'), but also the means whereby such a reality may be
'transcended’. The aim of education is to guide people so that

they may come to know and transform the world (i.e. appliction_is

necessary). Gramsci provides a rational integrated theory of

education (schooling) which cught to adopt the following lines:

1) "First, a common basic education, imparting a general,
humanistic, formative culture; this would strike the right
balance between development of the capacity for working
manually (technically, industrially) and development of the

capacities required for intellectual work.

2) From this type of common schooling, via repeated experiments
in wvocational orientation, pupils would pass on to one of

the specialised schools or to productive work", (SPN:1971,

p.27).
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Gramsci observed that in modern civilization practical
'activity' and sciences had 'become' quite complex and interwoven
that each practical activity tended to create a new type of
school for its own executives and specialists. This technical
requirement of the society associated with the educational system
was further complicated by the ruling class in the process of
differentiation and particularisation taking place chaotically,
without <c¢lear, precise principles, and a consciously established
plan. The crisis of the curriculum and organisation cf schools,
i.e. of the overall framework of a policy for forming modern
intellectual cadres, was "to a great extent an aspect and a
ramification of the more comprehensive and general organic
crisis". (SPN: 1971, p.26). A rational solution to this c¢risis
was the development of the common school system based on the

lines discussed in the preceding paragraph.

Apart from these aims, the school should also meet the

practical requirements of the society. Thus Gramsci writes:

"The last phase of the common school must be conceived and
structured as the decisive phase, whose aim is to create the
fundamental values of "humanism", the intellectual self
discipline and the moral independence which are necessary
for subsequent specialisation - whether it be of a
scientific character (university studies) or of an
immediately practical - productive character (industry, civil

service, organisation of commerce etc.). The study and
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learning of creative methods in science and in life must
begin in this last phase of the school, and no longer be a
monopoly of the university or be left to chance in practical
life, This phase of the school must already contribute to
developing the element of indepndent responsibility in each

individual, must be a creative school"”. (SPN:1971, p.32)

Another main object of schooling is to develop complete
knowledge of a common standard form of national language, ones
own tradition, history, philosophy and culture and to raise
national literacy for mass cultural action:

"If it is true that every language contains the elements_of

conception of the world and of a culture, it could also be

true that from anyone's language one can assess_the greater

or lesser complexity of his conception of the world. Some

one who only speaks dialect, or understands the standard
language incompletely, necessarily has an intuition of the
world which is more or less limited and provincial, which is
fossilised and anachronistic in relation to the major
currents of thought which dominate world history. His
interest will be 1limited, more or less corporate or
economistic, not universal. While it is not possible to
learn a number of foreign languages in order to put oneself
in contact with other cultural lives, it is at the least
necessary to learn the national language properly. A great
culture can be translated into the language of another

great culture, that is to say a great national language
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with hisotric richness and complexity, and it can translate
any other great cutlure "and can be a world-wide means of
expression. But a dialect cannot do this". (SPN:1971;

p.325).

It is generally acknowledged that linguistic domination of
one group or nation implies cultural subordination of another
group or nation. One implication for the (organic)- intellectuals
is that their task in schooling the working class children lies
in developing in them the mastery of language skills. Gramsci
was aware that the culture of the working class child's family is
often discrepent with culture transmitted by the school. He
believed that with the mediating role of the teachers working
class childern's own sub-culture c¢ould be bridged to the
mainstream culture, In this process the teacher's primary role
was to enforce linguistic knowledge and accuracy and to transmit
an understanding of the mainstream culture. This discipline
{strict enforcement to learning) is necessary for poor, working
class children especially in countries like India, where there is
lack of general facilities in majority of primary and secondary
schools. For this one reason there is high rate of school drop-
outs and very small percentage of enrolment in Indian schools.
Though Gramsci talks of necessity of improvement in school
facilities, at a more practical level, he emphasised discipline
at the initial stage of schooling to compensate lack of general
facilities 1in schools. In elite (convent) schools the gap

between the school «culture and the family culture is sharply
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distinguished. So Gramsci, emphasised that common schools should
equally teach ones own tradition, history and philosophy. He
writes:
“"The starting point of critical eloboration (the basic aim
of education) is the consciousness of what one realy is, and
is "knowing thyself" as a product of the historical process
(and tradition) to date which has deposited 1in you an
infinity of traces, without leaving an inventory" (SPN:1971,

p.324) {(words within brackets are my additions).

Similarly, he writes somewhere else, emphasing the need to teach
philosphy in schools:
"The tfaditional descriptive philosophy backed by a course
in the history of philisophy and by reading a certain number
of philosophers, in practice seems the best thing.
Descriptive, definitional philosphy may be dogmatic
abstraction, just as grammer and mathematics are, but it is

an educational and didactic necessity". (SPN:1971, p.41).

And hé further writes:
“"The philosophy of an age is not the philosphy of this or
that philosopher, of this or that group of intellectuals, of
this or that broad section of the popular masses. It is a
process of combination of all these elements, which
culminates in an overall trend, in which the culmination
becomes a norm of collective action and becomes concrete and

complete (integral} "history". (SPN:1971, p.345).
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Another function of schooling was to foster cognitive
‘baggage' or ‘'equipment' and provide pscho-physical training to
the pupil. Gramsci emphasized learning not only as a 'process'
but also as a 'product'. Gramsci wrote of the Italian elementary
school before the fascist educational reform of 1923.
"Previously, the pupils at least acguired a certain "baggage" or
"equipment" (according to taste) of concrete facts. Now that the
teacher must be specifically a philosopher and aesthete, the
pupil does not bother with concrete facts and fills his head with

formulae and words which usually mean nothing to him, and which

are forgotten at once' (SPN:1971, p.36). This means that
schooling, then, was concerned with acquisition of cognitive
capacity. Schooling was also work, a training in pscho-physical

training. There could be no learning without effort, drill, even
drudgery: "Would a scholar at the age of forty be able to sit for
sixteen hours on end at his work-table if he had not, as a child,
compulsorily, through mechanical coercion, acguired the psycho-
physical habits" (ibid., p.37). Gramsci's emphasis on language,
tradition, history and philescophy as central concern of
curriculum implies that there be a continuity with the past in
order to reconstruct the future. 'For Gramsci there is no so-
called proletarian culture or working class cultures to be
idelaised, absolutely discontinuous with the historical cultural

mainstream. In this respect he is at one with the traditional

Marxist-Leninist position’.3

29



Gramsci was not a historicist in the sense of believing in
inevitable outcomes of the historical process. His attitude was
that of ‘'voluntarism' the "conviction that men could influence
events, the historical developments were not pre-ordained, that
in history none could necessarily predict that the oak tree would
grow out of the acorn".4 Voluntarism here implies the relatively
autonomous space of human action, consciousness and historical
will (orientation) of a <class. The study of the history in
school is not merely an experience to be enjoyed for its own

sake; it is indeed, the essence of education (SPN, pp.34-35):

"It provides basis for the subsequent development of an
historical, dialectical conception of the world, which
understands movement and change ....... and which conceives the
contemporary world as a synthesis of the past, of all past

generations, which projects itself into the futufe".

In fact, Marxist ULeninism- views that the only adequate
cultural resource for the development of revolutionary practive
was history language, tradition and philosphy - what had served
as the substance of the humanist school. Even according to
Lenin, the proletarian culture. could only be created by

'reworking' the traditional culture rather than rejecting it.5

Another dimension of schools function was an enterprise for
enlarging the component of good sense within common sense. Good
sense is the positive potential of common sense, it is a state of

mind in which common sense is purged of its superstition and
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folklore and given a coherent unity through exposure to

philosopher's philosphy not by rejecting folklore but by using it.

"It is simply the sound pedagagy to derive philosophy; science,

history, etc., in the classroom from popular folklore and
6

commonsense' . The importance of schooling lies in its pursuit

of this. objective:

"The school combated folklore, indeed every residue of
traditional conceptions of the world. It taught a modern outlook
based essentially on an awareness of the simple and fundamental
fact that there exist objective intractable natural laws to which
man must adapt himself if he is to master them in his turn - and
that there exist social and state laws which are the product of
human activity, which are established by men and can be altered

by men in the interests of their collective development"”.

{Notebooks, p.34).

For Gramsci, then, the purpose of schools is to develop a
critical consciousness and self awareness in its historical
totality, through intellectual application to participate in the
mainstream national 1life, And participation in the mainstream
national life was a democratic necessity. He did not say that
changes in the educaticnal system alone was a tool for
revolution, Some social scientists hold that it was through
changes in education that society should be transformed. This is
liberal dilemma of how to handle radical politics. This notion

over emphasises the role of schools; the educational system does
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not posses the power to do this. Though Gramsci believes that
one of the main functions of the school is the creation of
working class organic intellectuals who will develop among the
masses a c¢ritical self awareness and consciousness, he also
argues that the struggle for changes inthe school must be

. 7
concurrent with other counter-hegemonic struggles.
CONTENT AND CURRICULUM

In . his essays on education, there is no attempt to outline,
systematically a programme of subjects for the curriculum. What
Gramsci does, again paradoxically, is to praise many of the good'
elements of traditional 1Italian elementary school, which he
believed to have been significant as a matter of principles in
educaﬁion. As we have seen in the last section, Gramsci insisted
on a kind of ‘'humanist ' common school to prepare students in
'general culture' (a way of living). He emphasised the role of
intellectual application to build a democratic national life with
the study of language, tradition, philosophy and history.
Gramsci's emphasis on certain elements of o0ld Italian school like
curriculum, retaining many old contents and mode of teaching
emphasing, instruction as against ‘'spontaneity' has raised
certain controversy about him. Some scholars have charged him of
being a 'conservative', 'traditionalist’, 'reformist' or
'bourgeoise philosopher' of education. We will see that Gramsci

was a true revolutionary, far more pragmatic in his advocacy of

educational principles.
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The term 'curriculum' refers to the amalgam of the content
of a topic, the manner in which the content has been codified in
a textbook, and the manner in which the teachers interaction with
students ultimately shapes the transmission of the content. It
is generally understood as the prescribed kind and nature of
syllabus 1in the schools. In the technical pedagoigc parlance
current in Indian circles of educational research and training,
content is treated as the core of the curriculum. In Gramsci's
case critical and constructive action 1is not confined to the
textbook teaching of rudimentary language, tradition, history and
philosophy. His major emphasis 1is on active teacher-pupil
relationship shaped by actual 1life conditions. All these
subjects should be included in the syllabus (apart from the
scientific and technical subjects) at various levels of schooling
e.g. 'gennasio' (elementary stage), 'Liceo' (high school) and
university. 1In Gramsci's scheme, the roles played by the teacher
and pupil, and the conventions of the pedagogy they have to
follow - is an active teacher-pupil relationship. '"Truly active
participation of the pupil in the school can only exist if the
school 1is related to 1life. The more the curriculla nominally
affirm and theorise the pupil's activity and working
collaboration with the teacher, the more they are actually’

designed as if the pupil were purely passive'". (SPN:1971, p.37).

The purely physical and graphic aspects of the textbook or
curriculum does not tell us much about its educational function.

Gramsci's emphasis on teaching of history, culture, tradition,
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philosophy and language has to be seen in this perspective., Just
because these subjects were also included in the old Italian
school curriculum, H.Entwistles charges Gramsci of being
conservative. But Gramsci was not a conservative in the sense of
status-quoist. 1In order to make sense of the 'text' contained in
it, we would have to deal with the words that make up each
lesson, though we will not be looking at words in the way a
linguist would, Words concern us 1in terms of the ﬁnits of
meaning they form, the images they convey, and the worlds they
evoke. Gramsci's emphasis on teaching of history, philosophy,
tradition and language was not similar to those in the curriculum
of Indian schools. For example, Indian History curriculum is
confined mainly to the chronology of rulers and their policies.8
Even improved texts (history <curriculum reform in Indian took
place in 1980s) continue to present history as knowledge
independent of a point of view, as a body of facts not as what
E.H. Carr (1964) calls "a continuous process of interaction
between the historian and his facts”9 or what Gramsci calls "an

active 'teacher-pupil' relationship, 'man and nature' relationship.

In a pedagogical interaction, what meanings will be learnt
by pupil depends upon the way in which power is used by the
teacher to indicate approval for assigning significance. 1In
Sramsci's writings there is insistence on teachers' supremacy in
the technical sense (due to superiority of knowledge) and not in

:he sense of domination. 'Even discipline' on the part of
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teacher giving instruction 1is a qualified category in Gramsci.
It is not a mechanical discipline: "In fact the common school
should be organized like a college with a collective life by day
and by night, freed from the present forms of hypocritical and
mechanical discipline; studies should be carried collectively,
with the assistance of the teachers and the pupils, even during
period of so called individual study etc." (SPN:1971, p.31). 1In
the successive stages of schooling relation between learning,
curriculum and discipline continues to be free, active and
creative. "From the school, where his studies are subjected to
discipline that is imposed and controlled by authority, the pupil
passes on to - a phase of study or of professional work in which
intellectual self—discipline and moral independence are
theoretically wunlimited. And this happens immediatley after the

crisis of puberty...." (ibid., p.32).

The school curriculum and instruction at the elementary
stage may be a little similar to the conception of 'received
knowledge' or 'banking knowledge', but it has to be more
autonomous, spontaneous and creative from high school onwards.
Thus he writes: '"The study and learning of creative methods in
science and in life must begin in this last phase of the school
and no longer be a monopoly of the university or be left to
chance in practical 1life, This phase of the school i.e, high
school (lecio) must already contribute to developing the element

of independent responsibility in each individual, must be a

creative school". ({ibid., p.32).
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Even the apparently conservative prescription as regards
curriculum at elementary stage has modernizing function. It
retains the first instrumental notions of schooling i.e. reading,
writing, sums, geogrpahy, history, grammer énd mathematics.

Those instrumental subjects are indispensable as they form the

fundamentals for successive stages of education. At the
elementary level, the child cannot be left to chaotic,
unprincipled, unsystematic influence and politics of the

environment, or to be more specific, to the socio-economic
system. Teaching of civics has a modernising influence and thus
needs to be included in the curriculum: "....in addition to
imparting the first "instrumental" notions of schooling-reading,
writing, sums, geography, history, ought in particular to deal
with an aspect of education that is now neglected - i.e. with
"rights and duties", with the first notions of state and society.
as primordial elements of a new conception of the world which
challenges the conceptions that are imparted by the various
traditional social environments, i.e. those conceptions which can

be termed folkloristic". (ibid., p.30).

The didactic problem is one of mitigating and rendering more
fertile the dogmatic approach which must inevitably characterise
these fist few years of schooling. The last few years of common
school, as we have seen Jjust earlier, they are more creative
catering to actual, genuine autonomy. The justification for this
kind of elementary stage curriculum as given by Gramsci are thus:

"Scientific ideas (as in the curriculum of rudimentary natural
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science and civics) were intended to insert the child into the
'societas rerum', the world of things, while lessons in rights
and duties were intended to insert him into the state and into
the civil society (both state and c¢ivil society are modern
phenomena) . The scientific ideas the children learnt conflicted
with the magical <conception of the world and nature which they
absorbed from an environment steeped in folklore; while the idea
of civic rights and duties conflicted with tendencies towards
individualistic and localistic barbarism-another dimension of
folklore. The school combated folklore, indeed every residue of
traditional conceptions of the world. It taught a more modern
cutlook based essentialy on an awareness of the simple and
fundamental fact that there exist objective, intractable natural
laws to which man must adapt himself if he is to master them in

his turn". (ibid., pp.33-34) [words in barkcets are my additions].

Hence, the first step is entry into modern state and civil

society (bourgeois revolution) and then its re-construction in a

revolutinary perspective (proletarian revolution). Gramsci's

relevance is primarily associated with the situation of Italy of
1920s and 1930s, But, still it applies to Indian and third world
situation - existence of a vast backward peasantry along with few
highly developed industrial regions. The majority of the third
world population is deprived of eiter an adgquate or a continuous
education, Gramsci's success in school and university culture

lies basically in the role of intellectuals, the teachers.
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Thus, it has been noted that the problem of 'education’',
*learning', ‘'autonomy', instruction, 'spontaneity', and 'child-
centred' education are misrepresneted theoretical constructions
of Gramsci. One cannot be sure, even empirically, as to what
results would each categories yield in different circumstances.
For example, 'instruction' and 'discipline' are necessary among
the working classes. They may not work well with the children of
elites who have all luxuries. Hence the central point in content
and curriculum 1is basically related to the guestion 'what 1is
worth knowing'. It is a question of learning and identify. The
problem of 'worth knbwing' and 'identity' should, essentially, be
related to the actual life conditions. Thus Gramsci writes: 'The
truly active (lively and interesting) participation of the pupil
in the school...can only exist if the school is related to life.
The more the new curricula nominally affirm and theorise the
pupils activity and working collaboration with the teacher, the
more they are actually designed as if the pupul were purely

passive". (SPN:1971, p.37).

The history curriculum represented as 'facts' (chronology of
rulers and their policies, which we discussed earlier) is a part
of the wider view that all school knowledge is 'fact', This view
not only informs the prevailing curriculum policy but also shapes
the perception of the teachers role. This 'factualism' is
prevalent in teachers training also. For example, in India,
neither curriculuml policy, nor teacher's training acknowledggs

the impact that the composition of a class {(in terms of students'
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social background) has, on teacher-pupil interaction and on the
meanings generated in these. interactions. The implication of
this ‘'history as facts' approach is mechanical discipline, the
treatment of all learners as an undefned group by the teacher and
irrelevance of the social background to which the learners belong
and the points of view that these backgrounds shape. Gramsci was
very much opposed to the exercise of such mechanical discipline
by the teachers and suchﬁgﬁféiy encyclopaedic (fact instilling)

role of intellectuals (teachers). He writes:

"The mode of being of the new intellectual can no longer

consist in eloguence, which is an exterior and momentary mover of

feelings and passions, but in active participation in practical

life, as constructor, organiser, "permanent persuaders'" and not

just simple orator (but superior at the same time to the abstract

mathematical spirit); from technique as work one proceeds to

technique as scierice and to the humanistic conception of history,

without which one remains" specialised" and does not become

"directive" (specialised and political)". (SPN:1971, p.10).

Gramsci's proposal for common school presents a significant
example of the influence of the sociology of knowledge on the
school curriculum, An important aspect of his proposal was the
teaching of history, civics, tradition, language and philosphy of
two levels of cultures existing side by éide, e.g, on the one
hand, the high culture or the national culture and on the other,

the ‘"mass'" culture, the "folkloristic" culture, or the "sub-
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altern" culture. A parallel distinction has been drawn in Indian

10 They talk of "Great

case by Milton Singer and McKim Marriott.
traditions" and "Little traditions" which constantaly interact
with each other. An symbolic terms, by proposing such a
curriculum, Gramsci was advocating the allocation of a
substantive place in education to systems of knowledge developed
by and associated with, .the oppressed groups, the masses, the
working class and the folks. 1In India, these oppressed groups
include what are now called backward castes (OBCs)11 and the
scheduled castes and schedules tribes (SC&ST). For centuries
education had been denied to these groups, and knowledge systems
associated with them had been denied the label of 'knowledge',
' Common School' or 'comprehensive school' system approach
proposes a subtle .plan to provide space within the edifices of
school knowledge for the knowledge and skills original to the
lower castes and classes. Effective impletation of Gramsci's
educational system through special and directive (political) role
of intellectuals (teachers) could rock the prevailing hierarchy

of the different monoplies of knowledge in our caste/class

society. This would also bring these deprived castes/classes

into the mainstream of national life.

Apart from the selection of appropriate forms of knowledge,
school systems also face the problem of representing knowledge
through appropriate symbols (e.g. vocabulary and images) (For a
detailed study see chapter 4). A study reported in Krishna

Kumar's work12 reveals that only two out of a total of 41 story
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lesseons included in the Bal Bharti series used in Madhya Pradesh
had central characteris whose background could be identified as
tribal, and no story had a central character indentifiable as a
scheduled caéte, whereas taken together, the SC/STs comprise one
third of the population of Madhya Pradesh. Madhya Pradesh is one
of the nine educationaly backward states of India.13 It

indicates high degree of deprivation of education to the lower

castes.

For examining the symbolic structure of the two story
lessons used in the Hindi textbooks which have a tribal character
in the central roles, passages from Krishna Kumar (1989) are
being reproduced here: O0One of the story is the famous puranic
myth of Eklavya, the Bhil Youth (Bhil is a tribe of Central
India) who has to sacrifice his thumb to satisfy a Brahmin whom
he regards as his teacher. The (Brahmin) teacher requires this
sacrifice to allay the jealousy that this princely (upper caste)
disciples feel towards Eklavya (the tribal boy) for his self

acquired skill in archery. The myth resolves the symbolic clash

of caste backgrounds by upholding a pedagogical ideal: the pupils

obedience. In other story, a tribal boy of Bastar (Madhya
Pradesh) saves a forest officer and a brigadier from bring killed
by a wild buffalo. The boy's courage and bravery are shown in a
context in which an army officer acts as the audience and
'certifier'. In the structure of symbolically portrayed
relationships in both stéries, tribal boys depend on members of

the dominant groups of non-tribal society for legitimation of
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their achievements,

Of course, Gramsci does not go into the relevance of
curriculum in specific contents but his message is clear: 'Self-
identity' and ‘'critical thinking' must be developed in order to
bring the deprived castes and classes into mainstream national

life, while letting them retain their sub-cultural identity. The

paucity of SC/ST and backward class symbols in the prescribed

curriculum materials indicates the status of such symbols in the

culture of schools which itself is a reorganised version of the

cultural forms prevalent in society. The reorganisation invovles

selection and elimination of forms - including forms of knowledge

and human behaviour. As Apple (1980) says, '"the curriculum in

schools responds to and represents ideological and cultural
resources that come from somewhere. ©Not all groups visions are
represented and not all groups' meanings are responded to". The
groups whose visions and meanings are represented in the
curriculum and text materials prescribed in 1India are the
dominant groups in society. The visions and meanings held by the
oppressed (Caste/class) groups are cited as examples of

backwardness and obstacles to progress.

Curriculum representation of symbols relating to different
social groups is a significant index of the value attached to
these groups in the cultural configuration that education helps
to form and to transmist. A curriculum can be regarded as a

cultural form 'like house, architecture, etiquette, the design of
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roadways, or modes of civic participation' (Anderson 1976, quoted
in Krishna Kumar, 1989). A curriculum which doesnot represent
cultural data of all social groups in a proportionate manner can
act as a means of aggression on groups whose data are excluded or
which are poorly represented. Madan Sarup reminds us : "As it is
clearly acknowledged that 1linguistic (symbolic) domination
implies cultural subordination, one implication for us as
teachers is quite clear: Working class children need a mastery of

language skills.“14

The chidlren of such groups are forced to
identify with the symbols of dominant groups, and Fhereby have to
perceive themselves as backward. The educational experinece
which is supposed to ameliorate the life of the SC/ST and OBC
students becomes a means of training the younger members of these
groups to internalise their subservient position in society. It
is true, of course, that whatevgr its content, education does
assist indivudals among the SC/ST and OBCs to qualify for jobs
traditionally inaccessible to them. It is also true that the
success of such individuals can act as a source of inspiration
for other 1individuals in these groups. Yet for the majority of
SC/ST and OBC children, the education available today is a
‘discouraging and demeaning experience., Hence we can distinguish
three main strategies that can change in curricular policy. The
first strategy is to develop a separate curriculum and textbooks
for students from SC/ST and OBC background. But in this strategy
researchers do acknowledge the difficultues a separate curriculum

would create for the OBC and tribal studnets who want to proceed
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to higher education. The second strategy is Gramscian, which is
to reorganise a common curricular based on the 'common school'
approach so that it becoems more realistically representative of
a society which 1includes SCs. STs and OBCs. This strategy
provides a ample space for the intellectuals mediating role. The

third strategy 1is what Paulo Freire15 calls, curriculum as a

"generative theme" - the curriculum should contain the

possibility of unfolding themes for the new tasks to be fulfiled
in the counter-hegemonic direction. The themes we see in the
literacy agenda of policy makers, on the contrary, are one
dimensional and flat, incapable of 1leading the learmer to a
better understanding of the structural context of his oppression

through asscciative thinking.
DISCIPLINE, INSTRUCTION AND ROLE OF TEACHERS

The problem of discipline, instruction and role of teachers
is essentially related to the debate between 'Insttuction' and
'Education’'. In this section the discussion would be limited to
this debate. According to Harold Entwistle "Gramsci's perception
of the debate which the Gentile Reform (of education in 1923)
engendered in Italy was that it diminished the importance of
instruction in the teacher-pupil encounter, and his purpose was
to stress its importance as a function of schooling.... Here
Gramsci seemed to be taking a stance similar to that of Jacques
Barzun who has argued that there cannot be an 'education without

instruction' nor ‘'instruction without authority'.16 Here again
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Entwistle has misrepresented Gramsci. Actually Gramsci was
opposed to the pseudo-progressive appropriation of the concept of
'autonomy' and 'spontaneity' in teacher-pupil relationship. This
also contained in Gentile Reform. Gentile Reform was anarchiec,
chaotic and unprincipled arising out of a general organic crisis
in Italy,. He says : "It may be said, 1indeed, that the
educational crisis (Gentile Reform) raging today is precisely
linked to the fact that this process of differentiation and
particularisation is takipg place chaotically, without clear and
precise principles, without a well studied and consciously
established plan. The crisis of curriculum and organisation of
the schools i.e. of the overall framework of a policy for forming
modern intelectual cadres, is to a great extent an aspect and a

ramification of the more comprehensive and general crisis".

(SPN:1971, p.26).

One solution to this general crisis is the development of
common/comprehensive school system based on certain principles
which have been discussed earlier. The new organisation of the
school should be based on balanced principles for «c¢hild's
development. "In fact, the common school should be organized like
a college, with a collective life by day and night, freed from
the present forms of hypocritical and mechanical discipline;
studies should be carried on collectively, with the assistance of
the teachers and the pupils, even during periods of so-called
individual study, etc, {SPN, p.31). Though Gramsci insisted on

the need for didactic, and disciplined application by the learner
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to aacademic work, this was prescribed for school stage only and
not for higher education. This is what Entwistle considers as
congervative aspect of Gramsci. This is not true, as it will be
evident from this work. There was to be rigorous, formal study
of reading, writing, science, geography, history, tradition,
language and philosphy at school level but it was an active and
creative education. In the previous section on content and
curriculum we have seen in what way these subjects have a

modernizing role and hence essential.

'Instruction' does not necessarily turn a pupil into a
passive recipient. The pupil could be actively assimilating and
structuring knowledge whilst s/he was receiving instruction.
Indeed the '"relationship between teacher and pupil is active and
reciprocal so that every teacher is also a pupil and every pupil
a teacher" (SPN, p.350). Gramsci's views regards teacher-pupil
relationship 1is still more clear when he makes a distinction
between an active and a creative school. He writes : "The entire
common school 1s an active school, although it is necessary to
place 1limits on libertarian ideologies in this field and to
stress with some energy the duty of the adult generations i.e. of
the state, to "mould" the new generations. The active school is
still in romantic phase". This active school specifically
pertains to elementary stage school. "He was far from being
hostile to the Rousseauesque tradition in education, though he
was critical of it" (SPN : 1Introduction by editors p.24).

Gramsci believed in ‘'spontaniety' according to age gradation.
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Thus he writes about the creative school: "The creative school
{high scheool) is the culmination of the active school (elementary
school}., In the first phase the aim is to discipline, hence also
to level out - to obtain a certain kind of "conformism" which may
be called '"dynamic",. In the creative phase, on the basis that
has been achieved of "collectivisation" of the social type, the
aim is to expand the persconality - by now autonomous and
responsible, but with a solid and homogeneous moral and social
consclence, This creative school doesnot mean school of

"inventors and discoverers", it indicates a phase and a method of

research and of knowledge, and not a predetermined "programme"

with an obligation to originality and innovation at all costs.

It indicates_ that learning takes place especially through a

spontaneous and autonomous effort of the pupil, with the teacher

only exercising a function of friendly guide - as happens or

should happen in the university". (8PN:1971, p.33)

Thus, we see that Gramsci's ideas are not conservative, but
genuinely progressive. At some other place in 'Prison Notebooks'
Gramsci writes: '"the problem of collectively attaining a single
cultural "“climate" can and must be related to the modern way of
considering educational doctrine and practice, according to which
the relationship between teacher and pupil is active and
reciprocal so that every teacher is always a pupil and every
pupil a teacher" (SPN, pp.349-350)., Apart from bring active, the
teacher-pupil relationship 1is one of friendly nature as we have

seen earlier. Morecover, the distinction between 'instruction'
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and ‘'education' is totally craps. There has been aﬁ excessive
emphasis on this distinction, which has been a serious error of
idealist educationalists. The effect of this error is visible
from the reorganisaiton of present day school system, "that there
is no unity between school and life, and so there is no automatic
unity between ‘'instruction' and ‘education'” (SPN, p.35). If
‘instruction' is completely separated from 'education' pupil
would become purely passive, they will become a 'mechanical
receiver' of abstract notions, This is absurd and this absurdity
is asbractly denied by the supportees of so called 'pure-
educativity' (e.g. the ‘'pseudo-progressives'). As with every
progressive notion, there is an acompanied distortion by ruling
class ideology, so is the case here, in the name of opposition to
mechanical 'instruction' a support for 'pure educativity'*. The

idealists in a abstract manner, become advocates of 'pure

educativity' divorcing ‘'instruction', completely. In case of
Gramsci, there 1s a harmonions and dynamic balance between
'instruction' and 'education'. Thus writing about lack of unity

between school and 1life, he says that "in the school the nexus
between instruction and education can only be realised'by the
living work of the teacher"” (ibid.). This is because "the

child's consciousness is not something "individual" (still less

individuated), it reflects the sector of civil society in which

the child participates, and the social relations which are formed

* The term 'pure educativity' is used by Antonio Gramsci See
SPN:1971, p.35,
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within his family, his neighbourhood, his village, etc. (ibid.)"

This task entails development of a gqualified teaching body (SPN,
p.36) otherwise the problem of teaching would be conjured away by

sheer cardboard schemata exalting 'educativity'.

Gramsci was opposed Eo the Gentile Reform in education
introduced by the Fascist regime in Itally in 1923. Gentile's
reform was basically an idealist error in a pseudo-progressive
manner. Though it was based on the adequate class analysis of
the society, it catered badlly to the need of the society. It

was an effort to perpetuate the existing form of social relations

in the schools., The reforms were intended to encourage
'spontaneity’, 'learning’ from experience and 'freedom fo
expression'. "But as with most idealistic conceptions of

education "freedom'reflected only that which was compatible with
the existing social and economic order. So that where the
philosophers strove towards the higher ideals of education, the

structure of the education system itself denied those very

17

ideals...' Gramsci believed that in 1its pseudo-ﬁrogressive

effort, the Gentile reform would only cater for an intellectual
aristocracy. Gramsci's argument against 'free pupil activity'
and ‘'spontaniety' was that "they leave the individual a prey to
fortuitous, chaotic and arbitrary impact of environment. Such an
abondonment of children implied the abdication of the older
generations responsibility for éducation. This type of schooling

seems to leave pupils without the cognitive resources to question

and criticise". (SPN p.36)
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Another reason for a balance between ‘'discipline',
‘instruction', and 'education' was that working class and peasant
background children needed certain "habits of diligence,
precision; poise (even physical poise) ability to concentrate on
specific subjects which cannot be acquired without the mechanical
repetition of disciplined and methodical acts" (SPN, p.37). This
was essential in the larger perspective. Gramsci believed that
working class needs its own organic intellectuals in order to
work out its own hegemonic 'directive' function, so they should
be trained in some kind of disciplined psycho-physical habits.
This would also help to create an intellectual order. He writes:
"If one wishes to produce great scholars, one still has to start
at this point and apply pressure throughout the educational sysem
in order to succeed in creating those thousands or hundreds or
even only dozens of scholars of the highest quality which are
necessary to every civilization (of course, 6ne caﬁ improve a
great deal in this field by the provision of adgquate funds for
research, without going back to the educational methods of the
Jesuits)“. {SPN:1971, pp.37-38). Empirical eviéences show that
none of the existing elite/convent schools (which cater mostly to
a kind of aristocracy), have produced great thinkers, philosphers,
literateurs social scientists and revolutionaries, At the most
they have produced mangers, bureaucrats, diplomats and
journalists. Working class needs not a training in aristocracy in
schools, but a training, a school related to their actual life

conditions arising out of their oppression in society.
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Gramsci's ideas on education are integral to his political
theory. Common school system can not remain neutral with the
ideology of a political system. Common school has to be creative
and active in order to create cadres of working class organic
intellectuals. Though Entwistle is polemical against Gramsci, his
interpretation by implication suggests certain merits:'Firstly,
Entwistle's interpretation of Gramsci's educational system is
characterised by necessity for ‘'authority', the existence of
hierarchies, the need for experts and by implication, the

importantance of leaders.18

This is gquite true. Intellectuals
have played a decisive intervening role. Hence political parties
should create and strengthen solidarity among their
intellectuals.r Particularly, the working c¢lass should create
their own cadre of organic intellectuals. Secondly, Gramsci's,
insistence on stﬁdy of history, cutlure, tradition and philosphy
has been interpreted as 'conservatism'. This is not true, but
Gramsci's significance lies in that he emphasizes continuity
while simultaneously generating discontinuities in any radical
social reconstruction. Entwistle, by implication, brings at this
significance of Gramsci. Gramsci, in order to work for a
counter-hegemonic culture or a proletarian hegemonic culture,
does not reject the previous culture, history and tradition,
rather, he emphasizes a continuity with these historical
realities. Further he feels that the received culture must be

reworked rather than rejected in order to create a new socialist

culture., Gramsci was thus, a real, practical revolutionary in
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worxing out a new socialist strategy.

Gramsci's opposition to mechanical 'instruction' arose out
of the belief that an active school should be related to life
(SPN p.371}). This means that what is more important in the

_practical interest is the.style of teaching. Styles of teaching
have a powerful influence on how texts are presented to children
and how they are received. Teaching invovles the shaping of a
socially - valued experience in the child's life - and his school
experience. '"There 1is not unity between school and life, and as
there is no automatic unity between instruction and education.
In school, the nexus between isntruction and education can only
realised by the 1living work of the teacher". (SPN, p.35}. The

teacher's personality, style and political orientation intervene

in the child's encounter with his symbolic world. Whether the

child attaches any meaning at all to it is itself dependent on
how much concern and earnestness the teacher is able to show. We
can expect that a teacher whose meanner of presentation is
totally ‘ritualised, mechanised, in the sense that he conveys no
perscnal enthusiasm for the texts being dealt with in the class,
will convey little sense of worth in the texts. His students are
unlikely to feel encouraged to relate to the text they read,
watch or 1listen to in a personal manner, by interpreting it in
the context of their own life experiences. The ethos created by
such teaching will have a sense of disinterestedness towards
shared texts without the urge and freedom to establish personal

meanings in the texts, This description resembles many features
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of ethos found in 1Indian <c¢lassrooms. In the Indian context,
though the educational system has established a sizeable body of
literary, historical and civic knowledge as 'shared texts',6 it
lacks 'value-orientation' which itself is a product of the total
cultural fabric of a society. Secondly, it also 1lacks a
fundamental intellectual concern of the teacher who has to
provide for oppositional criticism of both the past and the
present as Gramsci envisaged, According to Philip Simpson,

Gramsci did understand and value traditional mainstream culture,

but as a critical opponent.‘Ig

VOCATIONAL SCHOOLS

The complexity of modern civilization has resulted in the
differentiation of schools into various specialised schools,
vocational schools, elite schools, rural and urban schools. This
multiplication of types of vocational schools and other schools
tends to perpetuate the traditional social differences. Though,
it gives the impression of being democratic in tendeﬁcy, this is
not exactly true. The educational system is associated with the
social relations of production and to the demand of reproduction
of division of labour. Here Gramsci's position is similar to the
position advocated by the 'correspondence theory' popular in
educational analysis. Gramsci writes that "the social character
(of schoel) is determined by the fact that each social group has
its own type of school, intended to perpetuate a specific

traditional function, ruling or subordinate., If one wishes to
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break this pattern one needs, instead of multiplying and grading
different types of vocational school, to create a single type of
formative school (primary - secondary) which would take the child
up to the threshold of his choice of job, forming him during this
time as a person capable of thinking, studying, and ruling - or
controlling those who rule®. (SPN: 1971, p.40). (It must be
noted that Gramsci did not use much of Marxian concepts and

terminology in order to disguise them),.

Thus Gramsci was in favour of resclving the present
educational crisis in a more practical way. He opposed vocational
{in the polytechical sense) education at primary and sécondary
stage of schooling. He favoured general training in work and
industry at this stage and specialised and vocational training
after the onset of puberty i.e. after the secondary stage. He
feared that an early specialisation and vocationalisation of
school would predetermine the pupil's destiny .énd future
activity. Gramsci's ideas on vocational education' ia allied

with general 'single type formative' school.

In the successive stages of schooling in order to facilitate
the transition to the -more liberal stage of higher education,
Gramsci envisaged a diminution of 'disciplined' pedagogy to a
more creative and specialised education orientated to practical
life. At the upper stage-of secondary schooling "one has entered
the phase of intellectual maturity in which one may discover new

truths. 1In this phase the fundamental scholastic activity is
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carried on in seminars, in libraries, in experimental laboratories.
('Prison Notebooks', p.33). Thus, secondary education is oriented
to professionalism but in a different way. Gramsci believed
that school learning shapes into a stage of ‘'generalisation', as
the cognitive baggage acquired in school is employed by adults

in experiences which are critical and creative. School learning

is the instrument for evaluation of the existing culture and for

its transformation into a new humanistic culture: "The

development of autonomy, liberalism and spontaneity of life
beyond childhood can only derive from the disciplined learning of
the child. For Gramsci, revolutionary spontaniety does not
exclude but on the contrary, presupposes an intellectual order".20
In more general terms, "the construction of a human science does
not take place in the medium of a detached and wunhistorical
awareness but in that of a historical world to which this

awareness belonged fromthe start".21

Gramsci is not a theorist of education ﬁ6¥ do his
'Notebooks' exemplify any educational ideaslin detail. Much of
his writings are in the form of 'Notes'. Though he doesn't give
details of many of the elements, {for example, vocational
schools), he sufficiently provides us the principles, rationale
and methodological guidelines to reorganise schools., He was a
realist. He Dbelieved that though "it was right to struggle
against the old school, but reforming it was not so simple as it
seemed. The problem was not one of model curricula but of men,

and not just of the men who are actually teachers themselves but
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of the entire social complex which they express". (SPN:1971,
p.36). Gramsci praised the old Italian school. He favoured many
of 1its characteristic natutre, but he didn't support old Italian

school entirely in all its forms.

Democracy in education for Gramsci does not mean merely that
more and more unskilled workers can become skilled. It must mean
that every "citizen" can "govern'" and that society places him,
even if only abstractly, in a general condition to achieve this."
{SPN:1971, p.40). The apparent democratic ethos of vocational
schools, was in fact, due to 1its technical organisation, to
restrict recruitment to the technically gqualified governing

stratum. The social and political implication of such complex

organisation of vocational schools is that it makes difficult for

"personal initiative'" of the members of the deprived section to

acguire such skills and ‘'technical political preparation.

"Thus", he writes, "we are really going back to a division into
juridically fixed and crysallised estates rather than moving
towards the transcedeqce of class divisions". (8SPN: 1971, p.41).
Hence the proliferation of specialised/vocational schools from
the wvery beginning of the éhild's educational <career was a
problem of great magnitude for Gramsci. It endangered democracy

and strengthened class division, (SPN: 1971, p.41).

There is another dimension of 'vocationalism' apart from its
purely formal connotation of being specialised and technical.

Historically, it has a broader connotation in the traditional
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usage of the term which recognises that the worker is invovled in
more than the mere production of goods and services : in this
sense, 'Vocational' refers to the total cultural context within
which work is undertaen... It also entails an awareness of moral
obligation, an appreciation of the political and economic

implications of a job of work and, often, of the aestheties of

22

'production’'. Dialectically, 'Vocation' also implies a

confrontation with ethical, political and aesthetic imperatives
bearing upon an occupation. It ié work, which mediates between
man and his environment. It is this idea of work and education
which 1is central to the Marxist notion of 'polytechnical'
education. In this sense, marxist theory of education is, infact
a theory of practice (praxis). Gramsci's emphasis on work is an
aspect of his understanding of Marx. 'Work' is a fundamental
category in Marx, because it has a transforming power.23 Like
Gramsci, in Marx's formulation also, the combi?ation of
instruction, gymnastics and productive work is the mosf important
feature. '"The objective implied here is neither a better
vocational training, nor the inculcation of a work ethic, but
rather the <closing of the historical gap between manual and
mental work, between conception and execution, by assuring to all
a full wunderstanding of the productive process"24. It is this
sense in which Gramsci believed the schooling of children to be
concerned with work. Gramsci writes: "The common school, or

school of humanistic formation taking the term "humanism" in a

broad sense rather than simply in traditional one) or general
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culture, should aim to insert young men and women into social
activity after bringing them to a certian level of maturity, of
capacity for intellectual and practical creativity, and of
autonomy of orientation and initiative". (SPN, p.29). Here

education is considered as an 'initiation' into life.

Labour is a condition of freedom in that by means of labour
human beings satisfy their needs and can liberate themselves from
the constraints of nature. Gramsci endorsed this principle of
Marx as a vital principle. Nature is mastered and society changed

through work. Gramsci's writings suggest that he saw education as

being not only about 'self-discipline' and 'self knowledge' but

about the possibilities of change:

"The discovery that the relations between the natural and
social orders are mediated by.work, by man's theoretical and
practical activity, creates the first elements of an
intuition of the world free from all magic¢ and sﬁperstition.
It provides the basis for the subseguent development of an
historical, dielectic conception of the world, which
understands movement and change, which appreciates the sum
of effort and sacrifice which the present has cost and which
the future is costing the present, and which conceives the
contemporary world as a synthesis of thé past, of all past
generations, 'which projects itself into future". (Prison

Notebooks : 1971, pp.34-35).
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This broadér implication of vocation and work is related to
the role of intellectuals and to the task of creating an
intellectual order which is vital for building up working class
hegemony through the central role of party,. His notion of
'intellectualism' (meaning theoretical and practical activity}
which is organic to a work role is integral to his conception of

work as organic to a culture:

"The individual doesnot enter into relations with other men
by Juxtaposition, but organically, in as much, that is, as
he belongs to organic entities which range from the simplest
to the more complex. Thus man doesnot enter into relations
with the natural world 3just by being himself part of the
natual world, but actively by means of work and technigque...
Thus the ways in which the single individual enters into
relations with nature are many and complex, since by

technique one should understnad not only the ensemble of

scientific ideas applied industrially {(which is the normal

meaning of the word) . but also the 'mental' instruments,

philosophical knowledge,'" (Ibid., pp.352-53).

This kind of foundation of vocational education i.e,
knowledge of general polytechnical principles could be laid in
schools, But Gramsci was hostile towards proliferation of
specialised vocational scholls at early stages of schooling,

>ecause it appropriated class divisions.
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Gramsci saw them as a device destined not merely to
perpetuate social differences but "to crystallise them into
Chinese complexities" (Notebooks p.40). According to Entwistle,
“"Gramsci's solution to this was a common school system without
specific vocational focus, but with an underlying curricular and
methodoloegical orientation emphasising the general cultural

imperative towards work".25

There is another dimension of work and discipline in the
development of technology. Gramsci's emphasis on school as work
was an affirmation of his belief, €firslty, that work and
discipline is intrinsic to 1§arning itself and secondly,
education was instrumental for the mode of production. The
problem of acquiring discipline and learning implicit in this
idea of work was essential for development of technology. This
theme recurred in Gramsci's essay on "Animality" and
'Industrialism’ (Notebooks, pP.298) : "The .history of
industrialism has always been a continuing struggle (which today
takes an even more marked and vigourocus form) against the element
of ‘'animality' in mwan. It has been an uniinterrupted, often
painful and bloody process of subjugating natural (i.e. animal
and primitive) instincts into new, more complex and rigid norms
and habits of order, exactitude and precision which can make
possible the increasingly complex forms of collective life which
are the necessary consequence of industrial development. This
struggle is imposed from outside, and results to date, though

they have great immediate practical vaue, are to a large extent
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purely mechanical : the new habits have not yet become 'second
nature'. For Gramisci, it 1is not the existence of discipline
which compromises liberty but the nature of 'power' which ordains
it. For example, in the capitalist mode of production, the
instrumental <conception of education regquires that a particular
kind of division of labour be reproduced in which working class
people posses certain non-cognitive attributes for performance of
work. These are : "(a) acquiesce in the lack of control they
exercise over their productive activity, (b) acguiesce in the
fragmentation of their productive activity, (c¢) acguiesce in the
alienation of their productive activity, (d) acquiesce to, if not
endorse, a competitive ethic and (e) be rule—oriented“.26 Thus
in his reference to a new form of society, Gramsci was concerned
not only with the discipline required by the worker to maintain

efficient production procedures in the technical sense, he also,

and especially, had in mind the discipline necessary to acguire

political, economic_and administrative skill and knowledge

necessary to develop new productive and distributive

relationships and organise stead fastly for political action.27

(Political Writings, 1910-20)

The vocational education which is implicit in the merging of

technical and management functions aimed at humanising work and

showing the different cutlural and moral imperatives of a

socialist revolution, is a process which should begin in school.

But its results and successes depend on post school education.
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As with political education, to which it is obviocusly organically
related, vocational education is adult education, in this sense.
In Gramsci's formulation, childrens are nowhere direclty invovled
in politics or political education. Childrens, whether it be
general formative education or vocational education, they ére to
be imparted with only the general imperatives of life in a
critical way. If adult education is political education and also
proper vocational education is adult education, then in that case
two sites of political education become very important. They are
trade unions and factory councils in particular, and it is the
party in general which gives this political education a direction
and consideration for political action. (We will discuss in
detail about factory councils and the party in chapter 4.) Trade
unions would be responsible for the technical education of

workers in a particular trade or industrial process.28

The
factory council were also concerned with political and economic
education, aimed at teaching those administrative and economic
skills necessary for workers to take control of factories and
administer efficiently the productive process, The factory
councils were intended to be unigue organs of power and supreme
direction for the organisation of production and distribution, as
well as for the whole complex of economic, moral, and political
relations that derive from it (Boggs and Davidson).z9 Gramsci's

relevance and contribution to development of Marxism lies in that

counter-hegemonic activity must begin before and go concurrently

with direct political action for the replacement of capitalist
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class. However, while the theoretical validity of this principle
is widely recognised, its practical application (as shown by the
many short lived, or only partly succesful experiments) presents
problems, especially under the conditins of rapid scientific and

technological change.30

CONCLUSION

In this chapter, we observed that all educational activitf
should occur on the historical terrain of actual contemporary
social life. In Gramsci, historicity is a constifutive factor of
educational activity and that it should not be taken away from’
it. 'In fact, marxist educatinal theory is essentially a theory
of' practice' in all its  historical totality of the present
{zsuzsa, -1979). Gramsci was a major figure who contributed to
this Marxist conception of education and practice, Education, in
this sense, becomes a potential tool for social change whereby
each man, develops his critical consciocusness and engages himself
in concrete social activity and changes nature and society
according to his needs. "In Gramsci's thought politics and
practical activity, figure, philosophically as the central human
activity, the means by which the single consciousness is brought
into contact with the social and natural world in all its forms"
(Quintine Hoare : Introduction; SPN, p.XXIII). Gramsci's
historical approach to eductional activity sees it "as organised
critical reflection on existing forms of thought and their

relation to the actual world which produced them..... It is not
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just the abstract cogitation of a few professional intellectuals
but a concrete social activity in which, implicitly, all men are
engaged" (SPN,p.321). With this philosophical background, it can
be said that Gramsci has a general theory of education, though,
he does not give much technical details. The components of his
theory of education are: (a) Cultural orlknowledge monopolies and
priviledged forms of schooling must be abolished and replaced by
a 'common school' or ‘'formative school’' to develop a 'general
culture'- ‘'the fundamental power to think and ability to find
ones way in life' (SPN, p.26). The reascns were that everybody
should get equal opportunity in education to know himself, his
society, his past and his present national culture. (b) Education
in' successive stages must combine knowledge of material
production, it must close down the gap between mannual and mental
work, between conception and execution by assuring to all a full
understanding of the productive proéesses. (c) Development of
human beings as a producer in the full sense by his all round
development of personality. By uniting science and production,
society can generate a universe of needs activating the
individual in all spheres of social life. The realisation of
this objective would require an understanding of the social
contradictions and then an effort to resolve it. (d) In Gramsic's
scheme, intellectuals (in the broadest sense : of their role in
production, in the organisation of work and in their directive
and political function) are assigned a new and vast role in the

educational process and in the society. The teacher can change
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the in-group relations of the school, c¢reate a more close
relationship between school and life by presupposing a mutually
enriching and active dual relationship between himself and his

students,

Gramsci believed that political revolutions are preceded by
the creation of a new cultural climate. He was always insistent
on  the need to educate the workers in the widest sense. An
essential element in Gramsci's political philosophy was that the
revolution, and the preparation fot it, would invovle a proféund
change in the consciousness of the masses. It is this
understanding of the cultural aspect of social relations, the
importance of education and its relation to politics, that we

will go to discuss in the next chapter of this project.
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CHAPTER 3
EDUCATION AS A PART OF SUPERSTRUCTURE

In the previous chapter, we discussed Gramsci's theory of
education i.e. the formal educational system. It consisted a
theéry of historry, structure, content and functiocning of school
systems., In fact Gramsci's theory of education is a theory of
practice. It was a theory about schools and their function in
society. We discussed the specific features like curriculum,
content, discipline, instruction, role of teachers, vocatiohalism
etc.. We alsc took notice of the misrepresented accounts of
Gramsci. Now, in this chapter we will analyse how éramsci,s ideas
oﬁ education in the context of cultural hegemony constitutes an
active ‘dimension of politics. In this sense, if politics is an
element of superstructure, then education becomes an obvious
superstructural sphere where constant struggle at the level of
ideas take place. Based upon this Marxist assumption, the aim of
this chapter is to explore the dominant form and shape of
pedagogical practices, their interactions and relationships in
the domain of superstructure. This task entails further
examination of other elements in the superstructure e.g.
ideology, language, consciousness, education etc. and their
relation with education. As stated, Gramsci's theory of education

is a theory of 'practice' to change 'nature', 'éociety' and the

] t

man himself. The general methodology in Gramsci is one of

'practice’' consistent with historical necessity, unlike normative
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theorising which is, in a major way utopian theorising. Marx,
rejecting utopian socialist schemes, wrote in 1843 that, "We do
not attempt dogmatically to prefigure the future, but want to
find the new world only through criticism of the old".1
Dialectics and history are useful in theoretical understanding of
a situation. The expose the real limits of the situation and then
make proposals for transcending those limitations. For Gramsci,
empirical 'appearances' do not explain the reality. Hence any
account of real processes should be theoretical, because the real
is always beneath the surface of appearances, The objects of
scientific knowledge should be based on 'abstracted theoretical
objects'. The social world is chaotic and complicated. There are
nﬁmerous causal chains which interact with each other. To
understtand it, to appropriate it theoretically and intervene
practically, we must necessarily begin with simplified models
and theories, Hence it is necessary to examine the
'superstructural’ aspect of education and its relation with other
elements of superstructure. In this chapter, with this
theoretical endeavour, we will reconstruct some theories of
consciousness, common sense ideology, language and hegemony in

the context of education.

The ‘'building' like metaphor of 'base' and 'superstructure’
is used by Marx and Engels to propound the idea that the economic
structure of society (the 'base') conditions the existence and
forms of the state and social consciousness {the

'superstructure'). It also refers to the consciousness or ‘'world
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view' of a class. Here economy refers to the sum total of
production relations entered intoc by men e.g. the class relations
between them.2 The relationship between base and superstructure

is historical and uneven. The superstructure of ideas is not

conceived as a mere passive reflection but it is capable of some

effectivity.3

Education and culture being a part of
superstructure have to be seen in this light. According to
Althusser, though the economy is always determinant in the last
~instance, it does not always play the dominant role.
Determination by the base doesnot reduce politics and ideas to
economic phenomena. This aspect has been rendered as the
'relative autonomy' of the superstructure. However, in the
Gramsci's writings, we find that there is more of 'voluntarism',
than what Althusser's structuralist analysis would allow for.
Gramsci added a new dimension to the Marxian perspective in
education by spelling out the differenées between the 'state' and
the 'civil soceity'. He visualised how hegemony of a class is
developed not Jjust by brute domination of state power but also
through organs of civil society such as laws, schools and media
which assist ideas to permeate and thereby perpetuate the
domination of a class as "natural'. Gramsci took Marx's concept
of 'hegemony' in civil society (see German Ideoclogy} and made it

a central theme of his own version of the functioning of the

capitalist system.

Education_(in the broadest sense of working class education)

is dependent upon Marx's theory of society - that for a society
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to continue in existence it must produce materials and reproduce
people. There 1is a biological reproduction and the birth of
biological individuals. But the reproduction and formation of
the individual into a human subject is a matter of socialisation
into the language, knowledge, conmpetencies, structures and
ideologies of the society. The productive forces and relations

of production interact. 1In Marxist writings this is known as the

'first law of sociology' - the necessity of conformity between

the productive forces and the relations of production. The
former are recognised by Marx as the leading factor, as they are
first to undergo change. Tools and technigques of production are
coﬂétantly being_ improvised; the relations of production,
buttressed by customs and laws, are more resistant to change.
After certain decisive changes in the productive forces it is
necessary that productive relations must change. The present day

mode of production which 1is dominant and universal is the

capitalist mode of production. It is characterised by : (1} the

major means of production being privately owned by a
comparatively small minority of the population; {2) labour power,
or the capacity to work, being also privately owned and saleable
in the market; (3) the owners of the means of production can buy
labour power and put it to work; (4) the bulk of production being
concerned with commodities things which have a use value and an
exchange value; (5) commodities being exchanged or sold in order

to realise profits.
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Men not only produce and enter into relations of production;
they also live in families, establish legal and ethical systems,
form social and political organisation, c¢reate schools,
institutions, wuniversities and develop language, knowledge and a
way - of 1life (ideology & <culture). For Marx, this domain (or
locale) or superstructure, is not independent of the mode of

production. This 1is sometimes referred to as the second law of

Marxist sociology i the law of necessary conformity between mode

of production (base} and superstructure. This law has two
significance: Firstly, it has a heuristic value. There may not
be mechanical relationship between base and superstructure, but
it _ certainly suggests a relationship which needs to be
inﬁéstigated. Secondly, there 1is relative autonomy of the
superstructure when it constitues a locale, sometimes when its
permeation 1is more widespread, deep rooted and universal, it
becomes an objective reality featuring as a base. At different
times in the Marxist tradition this problematic has been given an
utterly mechanical interpretation whereby all elements of the
superstructure are seen as a direct response to factors in the
economic base. For many aspects of culture manifested in certain
social formations - 1like metropolitan cultures imposed upon‘//
colonised people, this kind of Marxist interpretation is quite
obvious and direct. However, this second law has much richer and
more subtler in_terpretations.4 Whatever the matrix of
relationships exist, there is a continuous class struggle going

on at basically three levels namely (a} economic (b) political -
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struggle for control of state and political power, and (3)
ideological - winning of 'hearts and minds'., The state with its
all repressive and ideological state apparatuses has a crucial
role 1in all aspects of class struggles going on at all levels of
. piurality and mixture. Marxist social theory does not reduce
itself 1like a mechanical form of functionalist theory. There is
a conflict, fluidity, antagonism in the economic, political and
idelogical domains. In most of the social formations, the
capitalist mode of production does not function in a rigorously
determined manner.5 The state can be influenced by the non-
capitlaist ciasses. Dominant ideclogies need not be hegemonic,
they can be partially exposed and occéssionaly penetrated by
resistant ideclogies or non-conformist and contradictory
ideological concsiousness. This is an important consideration in

arriving at an adequate account of schooling and education of

large.
EDUCATION AND CONSCIOUSNESS

Gramsci's writings on 'Intellectuals' and 'Education' in the
'Prison Notebooks' raises the task of human consciousness to a
prominent place in the 'philosophy of praxis' (What he calls as
Marxism). The role of intellectuals is a highly original scheme
in Gramsci. 1It's philosophical implication is that 'all men are
philosophers' (SPN, p.3). It relates to Gramsci's ideas on
education : They stress on the democratic character of the

intellectual's function of creating an intellectual order and
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developing critical thinking in general, and also on the class
character of the formation of intellectuals through school i.e.
the task of working class to create their own organic
intellectualg. Control of consciousness is as important as the
control of the forces of preoduction. There is no doubt that
Gramsci was primarily concerned with radical - socio-political
change and hence simultaneously his work is committed to counter-

6 Like Lenin, he also argued that

hegemonic educational activity.
by and _large, both before and after the revolution, the
traditional inherited culture should be 'reworked' rather than
rejected. 1In this sense, his theory of consciousness is based on
the study of history, culture, tradition and actual life
coﬁditions. As Rachel Sharp writes : "Progressive ideological
change must generate crucial continuities. It must not neglect
the positive and transcendent aspects of common-sense
consciousness, even 1if they too aré infused with hegemonic
assumptions and meanings. This is precisely the lesson to be
drawn from an analysis of the way the dominant ideology works. It

emphasises continuity even whilst simultaneously generating

discontinuity, if the balance of forces requires it".7

The Marxist thesis is that schools are primarily concerned
with the production and reproduction of labour power in a social
fa}mation which in a manner ensures the stability of the
productive relations i.e. schooling legitimises the existing

system of privilege, power and resources (CFf. correspondence

theory). But in case of Gramsci there is an emphasis in another
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direction of dialectics, that the schools raise competence, they
%lso create and procreate public knowledge on the basis of a
'humanist school' and curriculum, by the study of one's cwn
history, tradition, culture, philosophy and actual life
conditions. This knowledgé has a political function of creating
an intellectual order towards counter-hegemonic function. Thus,
Gramsci's advocacy for a common school system and his opposition
to vocationalism and specialisation at early stages of education
(as we have seen in previous chapter) signifies two aspects in
the reconstruction of common consciousness in a capitalist mode
of production. One is the creation of positive public knowledge
having potentials for social reconstruction. The other is the
conformist character of public knowledge, which the labour force

acguices in a capitalist mode of production.

The crisis of education in the present day, for Gramsci, was
result of a general, larger, organic crisis (SPN: p.27) due to
complexity of social life caused by capitalist mode of
production. It forced 'specialisation' and 'vocationalisation' in
educational system right from the early stages of schooling.
This for Gramsci was a trend towards 'proletarianisation' and
proliferation of mental labour.8 In another sense it was a
process of ‘'de-skilling' of labour as evident from "Taylorism".
Taylorism as a concept is relatd to the new system of scientific
management in administration introduced first in USA. Separation

of mental and manual labour was the need of the capitalist mode
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of production, It requires an specific labour attitude e.gq.
acquiescence to legitimacy of lack of worker's control over
production, feeling of competiveness rather than cooperation etc.
Since cognitive skills and capacities are increasingly less
important for most lower occupations in the capitalist mode of
production, Gramsci was afraid of this process of
proletarinization of white collar workers and professionals and
the embourgeoismént of the working class which was chaotically
developed through schools in particular and through peolicy
planners (e.g. the state) in general (SPN: pp.26-27). Thus the
capitlaist mode of production requires a consciousness with
certain non-cognitive attributes which are : (a} Acquiesce in the
laék of control they exercise over their productive activity, (b)
Acguiesce 1in the fragmentation of their productive activity, (c)
Acquiesce in the alienation of their productive activity, (Q)
Acguiesce to, if not endorse, a competetive ethic, and (e) Be
rule oriented.9 Thus at one 1level in Gramsci's writings,
consciousness, by implication has an ‘'isolating effect' of

individual competition for prestige consumer goods.

At another level, role of education 1is to combat
superstituon, folk idiocy and the tyrrany of common sense : a
common sense structured throughout by hegemonic meanings. It has
to be substituted by critical consciousness through the mediating
role of intellectuals and a general humanistic school culture.10
It has to confront the energetic wastefulness and the imaginary

forms through which the problems of life are accepted. Teaching
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of history, tradition and culture didnot mean anything else but
it meant developing a consciocusness with modern outlook through a
critical appreciation of the past and present. Thus Gramsci
wrote : "The school combated folklore, iﬂdeed every residue of
. traditiocnal conceptions of the world. It taught a more modern
outlook based essentially on an awareness of the simple and
fundamental fact that there exist objective, intractable natual
laws to which man must adapt himself if he is to master them in
his turn - and that there exist social and state laws which are
the product of human activity, which are established by men and
can be altered by men in the interests of their collective
development" (SPN, p.34). Thus, education creates and procreates
public knowledge which has a political function. It consists in
creating a new culture. "Creating a new culture doesnot only mean
his own individual "originai" discoveries. It also, and most
particularly means the diffusion in a critical form of truths

already discovered, their socialisation as it were, and even
making them the basis of vital action, an element of coordination

and intellectual and moral order” (SPN: p.325).

Education creates consciousness -- consciousness of what one
really is and it creates knowledge of 'thyself' as a product of
the historical process. This critical consciousness is essential
because every man is a 'man in the mass' or a 'collective man' in.
the sense of being a conformist of some kind or other. Thus
Gramsci writes 'When one's conception of the world is not

critical and coherent but disjointed and episodic, one belongs
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simultaneoulsy to a multiplicity of mass human group. The
personality 1is strangely composite : it contains stone age
elements and principles of a more advanced science, prejudciés
from all past phases of history of the 1local level and
institutions ﬁf a future philosophy which will be that of a human
race united the world over. To criticise one's own conception of
the world means therefore to make it a ccherent unity and to
raise it to the level reached by the most advanced thought in the
world". (SPN: p.324). The development of critical consciousness
does not remain as closed entity, but has a dynamic relation with
the political tasks , the organisation and the intellectuals or
thg. leaders. Thus "Critical consciousness means, historically
and politically, the creation of 'elite intellectuals'. A human
mass doesn't "distinguish" itself, doesnot become independent in
its own right without, in the widest sense, organising itself;
and there 1is no organisatioﬁ without intellectuals, that is
without organisers and leaders, in other words, without the
theoretical aspect of the theory - practice nexus being
distingished concretely by the existence of a group of people
"specialised” in conceptual and philosophical elaboration of
ideas" (SPN: p.334). Hence we find that Gramsci talks of a
higher culture, a more comprehensive culture, where each
individual develops the faculty to reason e.q. each individual is
a highly conscious entity, 'who can work under an intellectual and
mcral direction. This brings us te the "terrain of ideology on

which men move, acquire consciousness of their position,
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struggle, etc." (SPN: p.377). Where Lenin and Lukacs could not
bridge the gap between soclalist ideology and spontaneous
consciousness, between the ‘'ascribed' consciousness and the
psychological consciousness of the class, Gramsci could find a
double current of determinations between them.11 True, socialist
ideology is developed by intellectuals but it is not their sole
and exclusive property. ' Moreover, there can not be absolute
distinction between intellectuals and non-intellectuals, and

also, the working class itself has to create its own organic

intellectuals. S¢ there is no question of a science being

introduced from outside into the working class, rather the task

is to renovate and make critical an already existing intellectual

activity. Gramsci doesncot substitute for a deficient consciocusness

but expresses a collective will, a historical orientation present

in the working class in a embryonic form, to effect a mass-level

consciousness through intellectual application.

Class consciousness may be defined as the actual

consciousness of existence of classes and its real
manifestations, where each «class is subject to conscious
activity. Consciousness is considered primarily in cognitive

terms where class reality becomes the object of cegnition. This
assertion is in 1line with Marx and Engels assertion in the
'German Ideology' that the premises of a materialist method
should be "the real individuals, their activity and the material
conditions of their life, both those which they find already

existing and those produced by their activity".12 Gramsci adds
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concept of 'common sense' here, which has a more generic

connotation than class consciousness, '"Common sense' is the

ground which generates class consciocusness and provides an area

where the latter may be located. At different places in the

Prison Notebook's, Gramsci draws attention towards the 'elements

of pépular psychology' of the masses which must be studied

historically and sociologically if one has to educate them., While
stressing the need for a philosophical movement in c¢lose contact
with the masses, Gramsci writes: "Perhaps it is useful to make a
'practical' distinction between philosophy and common sense in
order to indicate more clearly the passage from one moment to the
other. In philosophy the features of individual elaboration of
thdﬁght are most salient : in common sense on the other hand, it
is the .diffuse uncoordianted features of a generic form of
thought commoen to a particular period and a particular
environment" (SPN: p.330). The history Ef philosophy is generally
taken as history, of the philosopher's philosophies. Similarly,
history of social moments is generally taken as a narration of
collective actions and/or of the acts and ideological positions’
of the leadership in the context of state policy. But according
to Gramsci "at least as a methodological gquideline, attention
should be drawn to the other parts of the history of philosphy,
to the conceptions of the world held by dgreat masses, to those
of the more restricted ruling (or intellectual) groups, and
finally to the links between these various cultural complexes and

the philosophy of philosophers...." (SPN: pp.344-45),
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Class consciousness is located in a collective, actual mass
level consciousness with a distinct status of its own. It has
also intimate relation with other forms of intellectual activity
under some organisation. It has a subjective consciousness quite
different from its more readily observable objective
manifestations in actions and socially structured relations, The
historical dimension of such actions and relations are
crystallised in their cutlural and educational practices,
ideologies and their organisaitons, This category is quite
complex and has its own symbolical value, collective conceptions
or meaning systems implicit in their system of common sense.
Gramsci identifies certain areas where the common sense
phiiosophy, the 'spontaneous philosophy' of the masses of a

particular class may be found. "This philosophy contained in:

(1) language itself, which is a totality of determined
noticns and concepts and not just words grammatically

devoid of content;

(2) 'common sense' and 'good sense'.

(3) popular religion and, therefore, also in the entire

system of beliefs, superstitions opinions, ways of
seeing things and of acting, which are collectively
bundled together under the name of 'folklore' (SPN:

p.323).

Gramsci's emphasis on language as a bearer of consciousness--

"from anyone's language one can assess the greater or lesser



complexity of his conception of the world" (SPN:p.325) --

suggests the possible uses of linguistic analysis, the analysis

of oral traditions and of indepth, narrative interview materials

as tools and areas for the study of the depth and complexity of

consciousness. He draws attention to the restrictions on

consciousness placed by a dialect which may be influenced by
localism and may not contain adequate concepts to explain complex
situations and to encompass wider currents of thought. Therefore

he suggests the mastery of the national language (SPN: p.325) in

its common standard form, because linguistic domination by one-
group implies cultural subordination of other group. Hence
knowledge of national language and culture could bring various

sub-cultures into the mainstream culture. Language serves as a

mediator of ideological signs. Language is a coding system which

classfies and organises the external objective world in some kind

of meaning or hegemonic relationship. Language and thought both
partially presuppose each other. Hence language is a vital basis
for the development of cognitive .system as mediator of
ideoloﬁical signs. The cognitive system of people is product of
their, practical experience and bears "a certain measure of
'experimentalism' and direct observation of reality, though

empirical and limited" (SPN:p.348). Gramsci views this "faith in

a certain rationality of history" as mixed with superstitions and

religious elements, giving the masses a resilence in times of
defeat, but leading to passivity if not subjected to critical

pedagogy (SPN: p.420 and pp.336-37). Dominant hegemony attempts
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to bring about a homogeneity in religious beliefs but in practice
every single relgion, has a number of contradictory beliefs that
are practiced. Common sense is "influenced by the crudest and
least elborated forms" of these religions and even by previous

religions (SPN : p.420).

It has yet another dimension, that man in general are
conformists of some kind or the other what Gramscfi calls
'uncritical man-in-the mass' or 'collective man' who interprets
common sense. The 'uncritical man-in-the mass' has a

contradictory character, His consciousness is constituted by

various levels of identity, that are contextually derived and

referential. The individual conforms to the groups to which he
belengs to its shared modes of thinking and acting. The salience
of a particular level of identity is situational in character and
is heightened in different social context.13 Subaltern
consciousness 1is caught in the conflict of contending social
hegemonies. According to Gramsci, mass-level consciousness has a
dual character. There 1is a dual conception of the world, one
affirmed in words and the other displayed in effective action"
which cannot be explained by the category of 'self deception'.
Apart from the contradictory character of consciousness arising
from its being structured in depth with overlapping identities,
consciousness demonstrates a dynamic character that is open to
various possibilities. The riefication of consciousness of the

'man-in-mass' 1is overcome in the process of class formation and

creation of an intellectual order through the role of organic
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intellectuals. The study of class consciousness is to identify
the critical element within the profanity of consciousness
through appropriate methodological approaches. Implicit in such
an exercise would be a criﬁique of science and ideological
practices. Another exercise could be identification of various
levels of identity as mediated by the awarenesss of opposition.

But this dialectic of 'identity - opposition' cannot achieve a

politcal significance in action unless consciousness extends to

embrace an understanding of socio-historical totality in relation

to the state and unless embryonic forms, of an alternative are

conceived and actualised. Thus Gramsci writes : "The concept of

revolutionary and of internationalist, in the modern sense of the
word, is correlative with the precise concept of state and class,

little understanding of the state means little <class

consciousness (and understanding of the state exists not only

when one defends it, but also when one attacks it in order to

overthrow it); hence low level of effectiveness of the parties,

etc."” (SPN:p.75),

The scientific study of popdlar consciousness of a class is
the dialectical meeting point of the categories and conceptual
framework of the scientist and the cognitive areas and
conceptions of the people. Individuals engaged in the social
relation of production contribute also to a collective
consciousness. Spontaneous individual reflections on social
existence would generally reveal perceptions that are in the

foreground of consciousness; material of a practical immediate,
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situational and individualistic significance. However,
introspection and/or further abstraction on the part of the.
individual and an adguate scientific approach might reveal
collective identities and more ‘'total' explanations which
otherwise remain unexpressed. As we have discussed earlier in
"this chapter, Gramsci (unlike Lenin and Lukacs) successfully
could bfidge the gap between socialist ideology and spontaneous
consciousness, between the ‘'ascribed' consciousness and the
psychological consciousness of the masses through a double
current of determinations between them. The responsibiiity of
this task specifically lies with the individual himself and the
working class organic intellectuals under the banner of a party.
Party and ‘'organic' intellectuals are the two main catalytic
determinants of c¢lass consciousness. The task is to give a
historical orientation to the embryonic. elements of working class
consciousness. The interrelation of concious individuals in
everyday life and in heightened class situations gives rise to
collectively held meaning systems - collective conceptions -
which are historically crystalised in culture, ideoclogy,
organisaiton, education and in individual consciousness in an
ongoing dialectical historical process - and where state has been
the main agent in mediating between various institutions in order

to give legitimacy to them.14

Hence there 1is a need to overcome the implicit reification
of political activity as seen in the three main Indian left

parties: namely, CPI, CPM and CPI (ML}. They must learn lessons
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from the failure of stalinist socialism in Eastern Europe and
USSR and from the successes in our own country, of fundamentalist
forces 1like Bhartiya Janata Party ({(BJP), Rashtriya Swayam Sevak
Sangh (RSS), Vishwa Hindu Parishad (VHP}, Bajrang Dal etc. Their
use of common mass language (symbols) and religion during 1990-91
in particular presents an illustration how a historical situation.
- the conjuction of masse's aspirations, feelings and idea - can
be analysed in terms of 'relations of forces' at work at
different 'moments' or 'levels' (SPN:pp.180-83). 1In general for
the Indian left, both the ritualism of economistic struggles/
rou;inised electoral participation and the adventurism of armed
voluntarism tend to neglect the sustained ideological education
of mass-level consciousness {SPN : pp.204-205 w.r.t. Gramsci's

view in Italian context). A decisive intervention in history, is

always preceded by "long ideclogical and political preparation,

organically devised 1in advance to reawaken popular passions and
enable them to be concentrated and brought simultaneously to
detonation point"™ (SPN : p.110). Political parties need to have

an understanding in depth of 'popular feeling'.

Above all, there 1is also another important element of
"collective will" which Gramsci considereed necessary towards
establishing an alternate hegemony. "......Will as operative
awareness of historical necessity, as protagonist of a real and
effective historical drama" (SPN : p.130). According to Gramsci,

collective consciousness requires a socio-economic historical -
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material foundation, a premiss. This premiss, has a cultural
dimension also, and hence intervnetion becomes necessary and is
not arbitrary. Gramsci writes "....necessity exists when there
exists an efficient and active premiss consciousness of which in
people's minds has become operative, proposing concrete goals to
the collective consciousness and constituting a complex of
convictions 'and belief which acts powerfully in the form of
'popular beliefs'. In the premiss, must be contained , already.
developed or in the process of development, the necessary and
sufficient material conditions for the realiﬁation of the impusle
of collective will, but is also clear that one cannot separate
from this 'material’ premiss, which can be quantified, a certain
‘level of culture by which we mean a complex of intellectual acts
and, as a product and consequence of these, a certain complex of
overiding passions and feelings, overiding in the sense that they
have the power to lead men to action 'at any price'. (SPN: pp.

41 2-1 3 ) L)
THEORY OF COMMON SENSE

With the foregoing perspectives on consciousness and class
consciousness, Gramsci's concept of 'common sense' can be
reconstructed e.g., a theory of subaltern consciousness to
participate in hegemonic process. Gramsci's scheme, has a
certain distinctiveness in the Marxist tradition and needs
special attention in any discussion of the cognitive maps of the

popular element. It is important because intellectuals
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('intellecutals' is a very broad term in Gramsci - meaning (a)
that all men are intellectuals (b} there is an intellectual order
and (c) all those who are involved in organisational work - See
SPN p.334 and 340) organise the. web of the beliefs and
institutional and social relations which Gramsci calls hegemony.
Gramsci defines state as force plus c¢onsent, or hegemony
armoursed by coercion, (SPN : p.263) in which political society
organises force, and civil society provides consent. Although
Gramsci writes that the institutions of hegemony are located in
civil society, whereas peolitical society 1is the arena of
political inétitutions in the légal constitutional sense, he also
says that the division is a purely methodological one and
stresses‘ the overlap that exists in actual socieities.
(SPN;p.160). According to Mouffe, the great innovation of the
'hegemony' concept consists precisely in its breaking of a pre-

given link between economic c¢lass and political behaviour.15

'Philosophy of praxis' 1is concerned with creation of aﬁ
intellectual order...... an intellectual and moral bloc in order
to participate in hegemonic process. It consists of "criticism of
"common sense" basing itself initially, however, on common sense
in order to demonstrate that "everyone" is a philospher and that
it is not a question of introducing from scratch a scientific
form of thought into everyon's individual life, but renovating
and making "critical" an already existing activity. It must then
be criticism of the philosophy of the intellectuals out of which

the history of philosophy developed and which, in so far as it is
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a phenomenon of individuals (in fact it develops essentially in
the activity of singlﬁ particularly gifted individuals) can be
considered as making the "high points" of the progress made by
common sense, or at least the common sense of the more educated
strata of society but through them also of the people" (SPN:
pPp.330-31). Philosophy of praxis must lead the simple masses to
a higher conception of life. Mass contact is necessary in order
to form an intellectual and moral bloc so that intellectual
progress of the masses 1is politically made possible (Ibid.,
Pp.332-333), Significantly the '"process of development is tied
to a dialectic between intellectuals and the masses" (Ibid.,
p.334)., This brings wus to a closer analysis of the subaltern
praxis in the hegemonic process and study of internal structure

and dynamism of the 'common sense' category.

There are two tendencies 1in Marxism regarding ‘'ordinary'
folk's sense perception, intuition of the subaltern groups
exemplified in the works of Bukharin and Croce of which Gramsci
takes a critical note with rejection. Bukharin's critique of
bourgeois ideologies does not have anything to say about the
ideas or activities of the workers themselves. 1In its concrete
political forms, Bukharin's scheme wundertakes only those
political tasks which help to 'educate' the working class in the
.philosphies of the "philosophers". It offers only a critique of
the more holistic dimensions in political economy or a propaganda

of philosophy of socialism. To transpose this kind of attitude
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on the Indian masses,the CPM, the CPI and the CPI (ML) have only
professed to educate the working clasé in a political economic
critique of the Congress regime, critique of planning models, or
in the recent years to expose the communal nature of BJP-RSS-
Bajrang Dal Nexus. They assume that the perceptions of the
subaltern groups subjeéted to dominaticn of a regime are
completely moulded by the ruling ideas. They ignore the
'‘philosophy of the non-philosophers”, which is relatively
original to their mode of thinking. Conseguently, Marxism
projected in Bhukharin's manner tufns out for the workers, like
any other philosophy, external to their everyday existence, and
not- as an integral part of their knowledge process. 1In such a
situatioq, the relationship between Marxism and its agencies is,
in an organisational sense, a one-sided monoloque, structurally
similar to the relationship between the church and the believer,
the brahmin priest and the peasant, the teacher and the disciple
and the like. In such a situation, the working class becomes
increasingly dependent on the ‘'direction' of the organistion's
professional intellectuals. The organisaiton, following the
logic of ‘'educating' the subaltern groups, has not been able to
facilitate an intellectual formation within the agency itself in
order to be active, reciprocal and dialectical relationship. The

'de-classed’ intellectuals in the organisation become the

permanent explicators of Marxism for the workers. Thus, the
‘original’ congnitive map of the subaltern groups are subordinate

to the organisational discourse e.g. Comintern Marxism.
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Comintern Marxism seems more and more difficult and pedantic for
the workers to grasp and interanalise it. Philosophical contents
of Marxism have generated prejudices that philosophical exercises
are incomprehensible for them. A Marxism that is meant to
educate the subaltern groups but which doesnot evolve out of the
workers perceptions, original or appropriated, cannot but remain
an external force imposed on the working class as a whole. This
is the reason for (to a certain extent) what actually has

happened in recent years in Eastern Europe.

Gramsci also criticised the philosophical tendency as found
in Benedetto Croce's view of the popular element. Croce (1886-
1552) had considerable influence on the young intellectuals of
the Italian Left during the pre-fascist period. Croce influenced
by the 1Italian hermeneutic tradition, considered 'common sense'
as a set of views expressed by the 'ordinary' folk and treated it
as the source as well as the content of each and every
"philosophical system. Gramsci criticised this propostion
precisely because, it can be made to contain 'anything'. Common
sense becomes a chaotic aggregtate of perception in workers
everyday life. Thus Gramsci writes : "In Croce, the proposition
that 'all men are philosphers' has an excessive influence on his
judgement about c¢ommon sense .... But what <can this mean
concretely?....0ne can find tﬁere (in common sense) anything that
one likes"., (SPN:1971, p.42). Furthermore Croce's attitude
towards common sense did not lead to a conception of culture

which would be productive for the 'national-~popular' point of

91



view. Croce's conception of 'common sense' lacked a concrete
historicist conception of philosophy. Acccording to Gramsci, the
history of philosphy was in certain sense a 'resolution’' of
contradictions in the world of common sense, and not just a

mirror reflection of it.16

Croce treats i1t as a simple
reflection of the commonsensical world and undermines the
historical growth of philosophical systems which are products of
an ongoing critical thinking process, and of a dialectical

relationship between intellectuals and masses, between man and

nature. Philosophical systems are the 'high points' of progress

made by the history of common sense. (SPN:1971, pp-330-31) in

order to construct an intellectual-moral bloc which can mkae
politically possible the intellectual progress of the masses

(Ibid., pp.332-33).

However, there is a heuristic vaiue in Croce's proposition,
which recognises that there 1is a «close affinity between a
philosophical system and a structure of common sense, though he
exaggerates this affinity without being able to establish their
distinctions. In such a scheme, the affinities between the two
systems are external. "This limits the original thought of the
popular masses in a negative direction, without having the
positive effect of a vital ferment of interior transformation of
what the masses think in an embryonic and chaotic form about the
world and life" (SPN:1971, p.420). Gramsci's analyis of the
nature of working class 'common sgnse‘ in the hegemony process is

based only on the Marxist notion of 'totality'. 1In space and
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time, the structure of common sense appears to be contradictory
in character e.g. protests yesterday and subordination today.
He writes: "The active man-in-the-mass has a practical activity
but has no clear theoretical consciousness of his practical
activity, which nonetheless involves understanding the world in

1 . . .
7 His theoretical consciocusness can

so far as it transforms it.
indeed be historically in opposition to his activity. One might
say that he has two theoretical consciousness (or one
contradictory consciousness) : One which 1is implicit in his
activity and which in reality unites him with all his fellow
workers in the practical transformation of the world; and other,
superficially explicit or verbal, which he has inherited from the
past and uncritically absorbed. But this verbal conception is
not without consequences, It holds together a specific social
group, it influences moral conduct and the direction of will,
with varying efficacity but often powerful enough to produce a
situation in which the contradictory state of consciousness
doesnot permit of any action, any decision or any choice, and
produces a condition of moral and political passivity. Critical
understanding of self takes place therefore, through a struggle
of political "hegemonies" and of opposing directions first in the
ethical field and then in that of politics proper, in order to
arrive at the working out at higher level of one's own conception
of reality. Consciousness of being part of a particular

hegemonic force (that is to say, political consciousness) is the

first stage towards a further progressive self consciousness in
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which theory and practice will finally be one (SPN:1971, p.333).
And finally, Gramsci links this consciousness of being and
progressive political consciousness as a hegemonic force for a
proletarian hegemony. This philosophical advance is similar in

nature with Marx's dictun that 'ideas become a material force'.

Commonsensical views are meaningful in immediate surroundings
of space and time, even though it may have certain false
conceptions of a totality,. It has in a sense certain direct
affiliations with the object of 'immediacy'. The distant objects
in a totality, from a commonsensical view, seem to be the
external ones. The internal character of the external objects
are not intuitively grasped, at least, not in the same way as the
immediate objects are grasped. Commonsensical views are
systematically incapable of establishing on its own 'the laws of
intercénnections' between the objects in their totality. It is
in general fragmentary. Nevertheless, subaltern commonsense has
its own orignality and dynamism. Some rationalisations of their
subordination might have been constructed by themselves, such a
thought process could have been directly received from their own
structure, traditions and beliefs and not necessarily as created
by the dominant hegemonic class/economic class. For example,
every religion has a surface unity. But there could be multiple
of strands of each and every religion. There could be one kind of
Hinduism for the peasants, one for the workers, and one for
'intellectuals', Geographically also, there could be one variant

of Hinduism for the Kashmiris, one for the north Indian and the
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other for the south 1Indian people and 1like that. These
variations, philosophically, prove that each locale has its own
mode of thinking which is original to it. This is the quality
directly received from their own actual life conditions, their
own tradition, and they are not prescribed to them by their
organisers. Anthropoligical studies by Freeman, also confirm
similar point. Evidences from study of stratified societies

prove that no  group of people is content to be low in a caste

hierarchy - to 1live a life of inherited deprivation and

subjection - regardless of the apparent stability of the system

and regardless of the rationalisations offered by their superiors

or constructed by themselves".18 Even when rationalisation of

the caste/class system are accepted by lower sections, there are
evidences to show the proliferation of discontent and resentment
about their subordination in a hierarchical society. Even while
there are deeply rooted Hindu worshipers and devotees in our
country, but many of them condemned the 'Rath Yatra' led by L.K.
Advani of Bhartiya Janata Party during October 1990 as

politically motivated and dangerous for communal harmony.

Within Marxism the debate on ideology and consciousness had
led to two trends with 1little difference on emphasis, one,
historical and the other positivist.19 The positivist tradition
has its origin with Engels and is reflected in Lenin, Plekhanov
and Labriola. The historiciét approach is reflected in early

Lukacs and Gramsci, According to Jeorge Larrain, "In Engles,

Lenin and Plekhanov it underrates the role of consciousness which



has a structural determinism. In Gramsci and Lukacs, it tends to
overrate the role played by consciousness in the production of
idecleogy and overcoming of capitalist society".20 The Marxist
studies on 'Ideology' have a tendency to treat subaltern
consciousness either as an outcome of an 'appropriation' of
bourgoise wvalue or its inversion. Both the approaches are two
sides of the 'False consciousness' school in Marxism. They treat
working-class consciousness in hegemony processes as some kind of
concealment of the 'structural antagonisms" in bourgeoise
society. Both seem to be satisfied with a critigue of the
dominant ideologies and structural antagonisms. They ignore to
recognise the COgnitiQe processes original to the 'being' of the
subaltern groups. Gramsci's concept of ‘'contradictory common
sense', however, recognises the 'original' thought processes of
the subaltern groups. Study of 'subaltern consciousness' in the
hegemony process may be considered as a significant development
of the theory of 'hegemony' in the structural aspects of Marxism.
The significance of Gramsci, according to David Forgacs, lies in
that his "Whole system” view provides a way of conceptualising
the relations between economic conditions, state forms and
political action which allows for specific descriptions of the
formal constraints and determinations at work in the system but

does not see the outcomes of particular political struggle as

pre-given".21

Gramsci‘s theory of common sense has a larger significance

in terms of a 'whole-system' and found the support of amorphous
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groups of theorists trained in sociology any anthropology who
focus on the interaction of politics with the 'belief systems' of
the society. Some of them stand for 'traditional' wvalue, others
for 'modern' values. Gramsci corrects the structural bias of the
"maximalism, sectarianism and economism of Bordiga and the
pessimism, ligquidationism and culturalism of Tasca, while seeking
to develop a genuinely Leninist political practice-both in terms
of intra-party norms and of responsiveness to the spontaneous
activity of the masses" (SPN: p.XCV). Gramsci reminds that both
commonsensical beliefs and academic theories are not external to
state and the civil society; they are constitutive of the entity
called state., However there is a tension between the levels of
mediation analysed by Gramsci. There is préblem of ensuring
perpetual coherence between the self-consciousness of the
mediator and that of the mediated. The possibility is reached
in Gramshi's resolute effort to coordinate all the positions
necessary for the emergence of the 'collective will', This
possibility presses on the need to fill up the critical gap in
the approach to mediation. These frontiers are significant.
They present problems which can be only analysed in practice and
not in any theoretical resolution. Gramsci sufficiently revealed
the main cognitive maps of politico-hegemonic struggles and
issues to emphasise the new tasks of Marxist praxis. According
to PIERE VILAR" "the world history covers both the knowledge of
material and material of that knowledge" which consists generally

in the question of production, politics, hegemony and change.22
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EDUCATION AND IDEOLOGY

The debate on ideology within Marxism has generated too many
complexities and controversies, As we have seen, Gramsci and
Lukacs tend to overrate the role played by consciousness in the
production of ideology and overcoming the capitalist society. 1In
Engels, Lenin Plekhanov and Labriola, the role of consciousness
is wunderplayed by structural determinism (Jeorge Larrain). In
some of the writings creation of consciousness begins from a void
whereas 1in others it begins from the contradictions in the reign
of necessity. In Marx and Engels the concept of ideology has
different connotation - Sometimes ideology is treated negatively
as false consciousness or as double conversion of'reality. At
other tihes, it is treated as positive as the totality of forms
of social consciocusness or as the political ideas connected with
.the interests of a class. Despite a basic thrust in the
direction of a negative concept, their writings are not exempt
from ambiquities and obscure statements which occassionally seem
to indicate a different direction23. Gramsci, for instance,
often guotes - the passage in which Marx refers to legal,
political, philosphical - 'in short, ideological forms in which
men become conscious of this conflict and fight it out' (Preface
to A Contribution to the Critique of Political Economy) in order
to sustain his interpretation of ideology as the all-encompassing
superstructural sphere in which men acquire consciousness of
their contradicteory social relations. (Gramsci : 1971: SPN;

pp.138,164,377).
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The concept of ideology has emerged from the new scientific
and philosophical apprcaches of the modern times in close
connection with a critigque of religion. At first, it was used to
designate science of ideas. It is in Marx, that the critical
tradition and the term ideclogy fuse themselves into a new
concept. With Marx, the concept looses its former psychological
overtones and becomes connected with the historical evolution of
social contradictions. The concept of ideology is born as a
critical notion which accounts for a misrepresentation rooted in
material reality. Ideclogy has been conceived negatively as a
critical concept which means a form of false consciousness or a
necessary deception which somehow distorts men's understanding of
social reality. Cognitive values of ideas affect by ideology are
called in question. This kind of interpretation is held more by
the postivist interpretation of Marx in the writings of Engels,
Lenin, Plekhanov and Labriola. Ideology is also held as positive-
as a 'world view', expressing the valué of a particular social
group. The cognitive value of ideélogical systems, is, therefore,
set aside as a different problem. This kind of interpretation is
held by Lukacs and Gramsci, In the first category of
interpretation, ideology is regarded as a subjective,
psychological phenomenon, as a deformation of consciousness -
unable to grasp realitf as it 1is. This subjectivist view
emphasises the role of individuals, classes and parties in the
production éf ideology. In the second category of interpretation,

ideology is regarded as objective, a social phenomenon. Ideclogy
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appears as a deception induced by reality itself. It is not the
subject that distorts réality but the reality itself which
deceives the subject. It sees ideology as impregnating the basic
structure of society. However, Gramsci differs on this point

which we will discuss later in this chapter,

Ideology is sometimes treated as a specific element in the
superstructure. It 1is a restrictive concept of ideology since
not all cultﬁral objects would be ideological. Sometimes,
ideclogy 1is seen as identical with whole sphere of culture. It
identifies ideology with an objective level of society. Ideology
is also sometiﬁes seen as antithesis of science eguated with pré-
conceptions or irrational elements which disturb reason - thus
preventing it from knowing the truth. 8So when scientific method
is applied, ideology éhould vanish, In case of Gramsci, science
and ideclogy have common features. They have a common basis in
the world view of the originating class. Ideology cannot be
overcome by science and sceicne itself may become ideological.
According to . Gramsci all ideologies and science belong to reign
of necessity.24 Superiority of Marxism is based upon it's being
the most conscious expréssion of social contradictions.
Gramsci's views on ideology must be seen in its totality in
‘relation to philosphy of praxis, consciousness (critical
thinking), common sense and hegémony. This broad spectrum in
Gramsci's construction is also visible in ‘"structuralism".
Structuralism originated, both within and without Marxism, with

new, forceful propositions for the understanding of ideology.
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Cultural phenomena are no longer understood as genetic products
of a subject but rather as subjectless, synchronic, underlying
structures. Hence the important aspects of linguistics and
semiology coculd also be used to rediscover Gramsci. Structuralism
has found important manifestations 1in the authropological
writings of Levi-Strauss and Godelier, structural linguistic
writings of Barthes and Griewas, semiological studies by Tel Quel

and the Althusserian transposition of structuralist elements into

Marxism.

Gramsci rejected a negative conception of ideclogy (SPN:

1971; p.376). He refers it as "arbitrary elucubrations of
particular individuals" (ibid.). In Marx, it is distorition of
reality or 'false consciousness', an inversion of reality - a

inversion caused by reality itself and not by consciousness. For
Gramsci, ideology is a superstructural expression of a

contradictory reality, an expression of 'kingdom of necessity'

which embraces every class in society. Gramsci propounds a
distinction between two kinds of ideology : ‘'arbitrary' or
'willed' ideologies and ‘'historically organic' ideologies.
Gramsci concentrates on the latter, In the second sense,

ideclogy is "a conception of the world that is implicitly
manifest in art, in law, 1in economic activity and in all
manifestations of individual - and  collective life"

(SPN:1971:p.328). Ideology is more than a system of ideas; it

has also to do with a capacity to inspire concrete attitudes and

provide orientations for action (symbolic meanings). Ideology is
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socially pervasive in that men cannot act without rules of
conduct, without orientations, Hence, ideoclogy becomes "the
terrain on which men move, acquire consciousness of their
position, struggle, etc. {Ibid.p.377). Ideologies are
historically necessary, they have a psychological wvalidity
because they organise human masses. "To the extent that they are
arbitrary they only create individual movements, polemics and so
on" (Ibid.). Gramsci reaffirms Marx's dictum "sblidity of
popular beliefs”" as a necessary element of a specific situation.
It 1is in and by ideology that a class can exercise hegemony over
other c¢lasses, that is, can secure the adhesion and consent of
the broad masses. Whereas Lenin and Lukacs treated ideclogy at
the 1level o¢f theory, Gramsci distinguishes four degrees or
levels of ideology; namely (a) philosphy, (b} religion (c) common
sense and (d) folklore in a decreasing order of rigour and
intellectual articulation. At each level every individual plays
his role in different capacities through various ideologcial

appratuses (media, education etc.) to breakthrough in the

hegemonic system.

Thus, ideologies are systems of representations which
signify a set of relationships which are real but, which are

hidden in another set of relations between people which are no

less real. They are not merely 'disguised methaphors of class
relations', but have a reality of their own, an interval
patterning, 'sui generis', They do produce inversions and

distortions precisely because they gear into social practices and
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routines which are hard to transform. The world of appearances
does have a reality which is absolutely necessary for capitalist
production. The concept of ideology refers not merely to abstract
systems of thought, institutionally recognised as such but
something more than that. Althusser considers ideclogy as the
way individuals live their life in relation to real conditions of
existence, invoking a sense of ideology as lived experience
‘rather than merely thought.25 This may be called 'practical
ideology' which constitutes objective dimension in hegemonic
activities. According to Althusser ‘'practical ideologies are
complex formations of montages (sets) of notions-representations-
images, on the one hand and of montages (sets) of behaviour
conduct - attitudes and gestures on the o¢other. The whole
functioné are the practical norms which govern the attitude and
the taking up of concrete positions by men with respect to the
real objects and the real problems of their social and individual
existence and of their history". The concept of practical
ideology invokes a socially defined way of thinking and acting, a
set of conventions and assumptions which make meaning possible
and which phenomenolgists call the 'taken-for-granted' world of
everyday life, This concept is akin to what sociologists refer

to as cutlure. But practical ideologies, in the Marxist sense,

are not merely cultural but have a material reality. For

example, every phenomena, which functions as an ideological sign
has some kind of material embodiment. Joseph Femia rightly

points out that 'largely because of Gramsci, Marxist view of
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culture now understands symbolic'or ideological representations
of a given historical situation as an integral and defining part

of the situation'.26

Thus every process in learning, cognition and acquisition of
political consciousness is overshadowed by the complex dimension
of ideology. In order to raise the political consciousness
importance should be given to both the ideological and non-
ideological systems of cognition. The distinction here between
'ideological’ and 'non-ideological’ is only a functional
distinction drawn for methodological convenience.27 According to
Maurice Bloch, in Marxist theory, both the ideological and
non-ideological systems of c¢ognition are related to system of
knowledge which legitimates the social order by building up
schemes about the nature of the world which place authority at
the source of all things. 1In non-industrial societies, it was
religion (one of the most important process of which is ‘'ritual')
by which ideology penetrated individually.28 In this case the
development of 1ideclogy depended upon the degree of heirarchy
instituted. Ideology (here religion through ritualisation}
institutes power by legitimising it. Instituted authority and
ideology generally go together. Ideology is established image
created by ritualistic practices. It first negates the basis of
non-idesclogical cognition, an image put in an idiom which is very
largely insulated from other interpretations of the world. 1In

due process, ideology becomes powerful, because in more or less

cbvious manner it 1is enforced by the powers that be, precisely
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because it legitimates their authority. It is powerful also
because it offers a vague yet all encompassing scheme in which
any and every event can be placed, if one is pushed to give
teleological explanations. Ideology is powerful also because of
the nature of the ritual process. In the end it is built on the
apparent truth of non-idecleogical cognition both outside and
inside. This gives ideology its most fundamental psychological
strength. It both affirms and denies at the same time, rather in
the way that the christian message of victory over death affirms
by implication the finality of death. This is how ideology can
mystify, invert and hide the real conditions of existence. This
is never completely successful but it is often submitted to
because it is sanctioned directly or indirectly by force/threat/

punishment/consent (hegemony) or all of these,

Ideology is established by rituals. 1In the second chapter
we observed how authority is established through symbols given in
texts and stories. In most of the texts, as we saw, the mythical
stories resolved the symbolic c¢lashes of caste backgrounds by
upholding a pedagogical 1ideal of pupil's obedience. Everyday
ritualistic practices too, have an ideological message. For
example the practice of freeing the ‘child by removing the
pre-puce from his penis and then blessing him by pouring water in
a container prepared by elders. (This practice 1is held in
Madgascar). It is this blessing containing both the mastered

power of nature and of the ancesstors by way of the elders which
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gives the child potency : sexual, procreative and social potency.
This is a clear case of establishment of ideology, the creation
of the world order. We can see that the source of all good
things come from those in authroity, in this case the eldes.29 A
ritual 1like this is an ideal type of legitimising tool since it
offers in its dramatic construction a role for those in authority
in which they can appear as the source of all creative power.
Non-ideclogical cognition is the result of an analytical process
exercised on the partially (ritually) constructed environment.
The product of this analytical process is then standardised by
being brought into relation to the communicative code. This is
not simply a reflection of natural conditions but is a product,

the interaction of the mind and the environment.

The analysis of these propositions to reinforce the
counter-hegemonic construction and the concepticn of historical

moral-intellectual bloc 1is necessary. Cognitive map of popular

beliefs and practices are the 'content'. Ideology is the 'form'.

Both popular beliefs and practices and ideology constitute a

‘cultural category in the reign of necessity (SPN:1971, p.377).

The main point is that "cognition is the product of more than one

process and that these processes must include on the one hand

adaptation to the environment and on the other the legitimation

of exploitatioh. It 1is this combination {(contradictory common

sense) which c¢reates the complexity of the way knowledge is
30

related to history”. This requires that we identify the

potential fissures in peoples practical ideologies, the points at
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which the inner contradictions in these formulations can be most

easily brought to consciousness.

So far we discussed the relationship between ideology and
power at the level of cognition, learning and knowlédge through
various social practices. Now we will examine the relationship
between power, ideology and education. It must be cautioned here
that any systematic account of the ideological function of
education should locate education in a larger and more
comprehensive theoretical framework which takes cognizance of the
complex ideological mediations occuring within such institutions
as the family, the media, te churches, the trade unicons etc.
Whiie schooling, in general, tends to reproduce capitalist social
relations, it -does not follow that it can do no other function.
The mechanisms and ideological forms through which this end is
achieved are invariant, or that tﬁe process of ideological
reproduﬁtion occurs without simultaneously reproducing or
reflecting the contradictions which latently are inherent in any

capitalist society.

It 1is 1largely through 'practical' ideology that the school
manages to secure the conditions for continued capital
accumulation and the reproduction of capitalist class relations.
The manner in which schools, classrooms and knowledge are
organised, the material practices and routines through which
learning and teaching takes place, provide the socially

significant context in developing c¢oncepts and theories.
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'Practical' ideology is thus analytically and historically prior
to 'theoretical' ideclogy. In the classroom, pupil are engaged
in processes which legitimate and in the last analysis reinforce
the concept of the teacher as the pivotal authority, having the
power to structure the pupils personality, define what is counted
as knoweldge, regulate the patterns of interaction by exercising
control over classroom norms and regulations, as well as over the
allocation of rewards and punishment. Within these overall
constraints, however, democratic or permissive the teacher,
pupils carry on their educational work individually rather than
'collectively' and are encouraged for their diligence, social
conformity and defference to the teacher's authority. These
social practices are idecologically legitimated by a variety of
eductional theories whose political context remains hidden from

their adherents.

The social relations inside classrooms are an aspect of the
overall organisation of the schocl. However democractic the form
of decision making institutionalised in schools, there is always
some degree of centralisation of control. There 1is an
institutionalisation of hierarchy which, however weak the
boudaries, tends to preserve a basic asymmetry of power between
the adminsitation, the teaching body and the students. The
majority of the educ5tional institutions and universities remain
highly centrally and bureaucratically controlled. The teaching
body and students are differentiated -- Thorizontally ~and

vertically, where the explicit transmission of knowledge tends to
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reinforce its arbitrary division into a number of discrete
subject areas or disciplines, each with its own methodological
presuppositions and principles of organisation. 1In spite of the
movement towards more "integrated" and '"interdisciplinary"
studies and redifinition of traditional subject boundaies, schocl
knowledge 1is still often characterised by dichotomies which
parallel the hierarchical differentiations of pedagogical
relationship : pure/applied; abstract/concrete; specialised/
general; academic/vocational etc. "This crisis of the curriculum
and organisation of the schools, i.e. of the overall framework of
a policy for forming modern intellectual cadres, is to a great
extent an aspect and a ramification of the more comprehensive and

general organic crisis", (Gramsci: SPN:1971, p.26).

The political content of education is an 'absent' presence.
Education 1is not related to actual life conditions (SPN : p.37).
Politics 1is a fact of life, where struggle for scarce rescurces
invovles power relations. Politics studied formally in schools
is constituted as segment of civics or social studies courses.
Only few disciplines are given any ostensibel political content
and that content is thought to lie in the subject matter under
study rather than in the practical wvalue of the theories of
methodologies. Norms in schools place significance on the
students social background. "This indifference towards students'
social backgrounds is characteristic of the overall

conceptualisation of the curriculum as a body of 'received'
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knowledge, a logical packaging of facts. How knowledge relates to

. . . . 1
a students identity has no place in this conceptuallsatlon3 .

In the educational practices which structure the
transmission of the curriculum, knowledge and life are
arbitrarily separated. Knowedge is thought to have an congoing
objective 'facticity' which can be brought to bear in an adhoc
way on the problem of life in the movement towards a more
relevant curriculum. Thug Gramsci writes : "Truly active
participation of the pupil in the school can only exist if the
school 1is related to life" (SPN, p.37). It is not so as desired
but there exists a chadtic separaticon and differentiation.
Through 1its working, the division between mental labour and
manual labour, the fundamental attribute of a class society, is
consolidated. It reproduces the dichotomies like thinking and
doing, planning and execution, between those who produce, and
those who organise and are sustained by the productive labour of
others. The key elements of liberal ideology, beliefs in
individualism and equality of opportunity are reinforced. The
final content of the curriculum should be studied in relation to
the social conditions in which knowledge 1is produced and
reproduced over time and to the practical ideologies which these
conditions generate. School knowledge is experienced as reified,
fragmented and disparate colelctions of unproblematic facts. The
grounds of such knowledge usually remain hidden, the procedures
for arbitrating between different knowledge claims are rarely

exposed to critical examination, For example, the history of



introduction os ‘'Science' into the <curriculum especially at
higher stages was as a result of productive forces. What was
significant, however, was the specific mode of its incorporation
and the gquelling of its potentially radical implications for the
working c¢lass. This occurred in such a way as to facilitate its
appropriation by the bourgeoise. It became a 'reified' knowledge
presented as closed system of 'facts' or 'abstract' theory with
no overt social and political relevance. Instead of science being
a medium of emancipation, it was transformed into a mechanism for
ruling class domination. Science helped to advance and
complicate the organisation of work, rendering the labourer as
mere instruments of machines. Similarly, the division between
mental and manual labour excluded the working class from insights
into scientific process. It deprived them of the esoteric
knowledge on which the inreasing control over their lives was
based. Science elaborated theories and concepts which tended to
rationalise and legitimize relations of domination and
subordination. Psychological theories of intelligence, together
with bourgeocise sociology provide ample evidence of the
appropriation of the social sciences to serve claés ends,
Michael Young's work on school science has exposed science as an
ideclogical and value laden activity. Science was incorporated
into the framework of the hegemonic c¢lass in a manner which

virtually excluded its radical potentials.32

Education no longer involves the initiation of young inteo a

broad and general humanistic curriculum as Gramsci desired. Even



at it's highest 1levels, the emphasis is on training pupils in
those specific instrumental skills required by a differentiated
work force, througﬁ a range of practical ideolgies which serve to
reinforce and legitimise the social relations of production. The
changes in the social role of the universities and the threats to
its precarious autoﬁomy illustrate the way in whch specialised
theoretical knowledge 1is appropriated to serve class ends. The
demise of practical as opposed to technical, rationality renders
the task of generating a genuine counter-hegemony much more
problematic. However, the process is a contradictory cne, just as

Gramsci continually emphasised.
LANGUAGE, IDEQOLOGY AND EDUCATION

Gramsci's 'Notes' on the signifiance of language in terms of
cognition, communication, idecology and social change are very
significant though quite brief. (See SPN:1971:p.325). According
to him "every ianguage contains the elements of a conception of
world and of a culture'". By anyone's language one can figure out
the cognitive map of the complexity of one's conception of life,
A poorly developed laﬁguage 'is fossilised and anachronistic in
relation to the major currents of thoughts which dominate world
history'. It cannot be universal. Hencé it is necessary to learn
and develop the national language properly. & great national
language based on its historic richness can be a potential
transforming agent. So, it is necessary to study the ideological

dimension of a language with helps from disciplines like



linguistics and semiotics. Since social and cultural phenomena
are infused with semiotic meanings and ideclogy has been defined
as a sign system, linguistics, as the study of verbal signs and
the most theoretically advanced branch of semiology {(the study of
systems of signs), all these areas have become theoretically
fruitful sources of insights into the working of ideology at more

deeper levels.

The significance of language as a central concern in the
study of ideology must not be underestimated. Words are basic to
any form of communication. Language enables sounds to mean and
is the mediator of ideological signs. The limits of one's
language mean the limits of his world view.33 It is clear, by
implication, that all experience 1is subject to at least the
partial press of language. Language is a coding system which
classifies and organises the external objective world in some
kind of meaningful way. "Language itself.,..is a totality of
determined notions and concepts and not just of words
grammatically devoid of content" (SPN:1971, p.323). Language
constitutes a significant element of 'spontaneous philosophy'
(Gramsci's term) or of 'practical ideclogy' (Althusser's term}.
Words are not merely names for things 'out there' standing in a
one to one relationship with them, as a noeminalist might think,
but derive their meaning from their embeddedness within a whole
structure of language and possibly as a coding system which
articulates and defines how events, phenomena and social

relations are to be interpretated. Ideology canot be reduced to,



nor thought of as identical with language, but the way in which
men come to understand their world and act within it is a subject

to the mediation of language. Language and thought both partially

suppose each cther., Language in not a mere tool for

communicatiﬁg thoughts, since what has to be communicated is
already, at least partially subject to encoding potential of
language. Linguistics in Marxist analysis of ideology has been
influenced by structural anthropology in the work of Levi-Strauss
(1966, 1973), semiotics in Barthes (1967, 1972), structuralist

Marxism in Althusser and Poulantzas and Lacanian psycho

analysis,

Materialist view of language, soccial and cognitive
psychology are grounded 1in a theory of ideology. 'Individual
consciousness is not the architect of the ideological
superstructure but it is only a tenant lodging in the social
edifice of ideological signs'. Language use, in Marxist view,
should be studied in its social and historical context. The
basic social category for understanding variations and difference
in speech forms and themes 1is that of c¢lass or production
relations. "Production relations and the socio-political order
shaped by those relations determine the full range of verbal
contacts between people, all the forms and means of their verbal
communication of work, in political 1life, in ideoclogical
creativity".34 The key to understanding ideclogy is thus
language, and the un;t of study for linguistics is the word. "The

word is the ideological phenomenon par excellence".35 Words in



themselves, ‘are neutral, but they become partisan because of
their central position within ideologies viewed as signifying
practices. Three methodological prescriptions for the analysis
of language and ideology are offered : (a) that, it should not be
divorced from the material reality of signs; (b} the sian shoulad
not be divorced from the concrete forms of social intercouse; and
{c) that, communication and its forms need to be related to the
material base. Words themselves have no intrinsic meaning but
are given meaning and context by their structured location within
'behavioural' ideologies. The emphasis on the 'context' is
fruitful because a consideration of the fundamental social
relationships between speakers and audience 1is an essential‘
prerequisite for any imputation of meaning. The relationship
between ruling—class hegemony and patterns of linguistic
dominance lies in that, they always strive to make verbal and
other ideological sign uniaccented, or with a completely

unambiguous meaning which serves their interests.

Gramsci's 1linguistic studies played a decisive role in the
formation of the concept of hegemony. Even his early writings
stressed the centrality of language in cementing a given group's
prestige and cultural leadership. Cultural meanings emerge in
various historical ‘'texts", sermons, advertisements, folklore,
popular ritual etec. Critics have complained that Marxists are
too much preoccupied in unmasking mystifications and too little
36

concerned with the utopian promises implicit in their ideclogy.

E.P. Thompson replies that coexistence of ideology and utopia can



be brought to a variety of cutlural forms. For example, rule of
law constitutes not simply a powerful hegemonic instrument but
also a fund of beliefs and values from which the less powerful
could draw sustenance. . The meaning of law could be contested by
conflicting social groups, this is what gives legitimacy to

bourgeoise legal system, Law also promises a reign of universal

norm with utopian implications.37

Emphasis on the dialectic of
ideology and wutopia helps us to get beyond one dimensional
conception of cultural hegemony, as we remain in the world of
binary oppositions : truth and falsehood, resistance and
accomodation. Semiotic theory suggests one way out of the binary
realm by drawing attention away from the static categories and
towards the process by which meaning is constftucted in particular
texts. Ideology 1is less a product than a process in which
different kinds of meanings are produced and reproduced through
the space provided by different neutal attitudes. This space
allows <certain sign systems as necessary, natural, or inevitable
Qays of recognising meaning and supresses or ignores other sign
systems. This is how semiotic codes are constructed, whether they
are scientifiec, legal, fictional or political. So instead of
describing only ideological elements and evaluating their truth
according to a preestablished canon of interpretation, we might
more profitably ask how these codes establish the plausibility
of their discourse. Semiotics leads us away from truth i.e.
toward "truth effects" - the elements in a code that resonate

"truthfully' with the subjective experience of a particular audience.
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The problem of audience brings us beyond the binary realm
i.e. towards communiction theories that stress the reciprocal
quality of meaning construction. To move beyond the binary realm
of accomodation and resistance, we might ponder the Russian
literary critic MIKHAIL BAKHTIN's (under the pseudonym Volosinov:

1973) emphasis on culture as many-voiced conversation - a common

place idea. Bakhtin (Volosinov) imagined the 'conversation' part
not only within the culture as a whole but also within each
utterance.38 "Language 1is not a neutral medium that passes
freely and easily into the private property of the speaker's
intentions, it is populated - overpopulated - with the intentions
of others" he wrote. There are traces left by other speakers, by
other rhetoricél and discursive traditions. Language is marked
by a plurality of value laden perspectives in challenging contact
with one another. It is also by its very nature dialogical

each utterance implies a symbolic exchange with at least one
other Speéker. All these gqualities are especially relevant to

the language of a hegemonic culture. By virtue of its leader's

effort to win popular consent, hegemonic culture becomes

internally persuassive rather than merely authoritiative. It

preserves a certain indeterminacy and openendedness. As a result

- so one can infer from Bakhtin - that, even the most successful

hegemonic culture creates a situation where the dominant mode of

discourse and each visual or verbal text within it - becomes a

field of contention where many-sided struggles over meanings are
39

constantly fought out These arguments parallel some of the




dominant tendencies in "post structuralist' literary criticism.

If 'deconstructionists' like Paul de Man and Jacques Derrida have
done anything else, they have explored with extraordinary

virtuousity the ‘"inter textuality"” and multivalence of literary

texts - the proliferation of covert enounters with other authors

and works, the wide variety of ways a text can subvert its own

apparent meaning. In the 'deconstructionist' view, as in Bakhtin,

the text is an arena for_a mulﬁip}icity of cultural struggles,
40

not merely a dualistic <class conflict Bhakhtins approach

cautions the cultural historians to avoid a kind of even-handed
reductionism : first look for assimilation, then the protest. By

insisting that texts c¢an both reinforce power relations and

contain a multiplicity of conflicting meanings, Bakhtin has

opened an approach to language that was barely begun by Gramsci.

However the main challenging problematic in semiotic theory
is its tendency to deny the human subject. (This
antisubjectivism .does not characterise the psychoanalytic
semiotics of Jacques Lacan and Emile Benveniste). In Derrida's
poclemics, the ‘'self' is a symptom of the ‘"metaphysics of
presence" that has infected Western culture for centuries. In
Althusser's structuralism, the sense of the 'subjective will' is
an illusion called up by the master magicians of bourgecise

ideology, The denial of the human subject is more generally

present in the antisubjectivist view that lanquage is not merely

a_ tool to express a person's ideas but a system of signs that

creates the precondition for notions 1like individuality and
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subjectivity. We are cognitiviely available to ourselves and

others only through the guise of language. In Foucault's case

the rejection of "human agency is rooted in an effort to capture

the blankness and unintelligibility of twentieth century
structures of domination - particularly the discourse of the
"human sciences", which seems unspocken by human subjects, -The
asault on subjectivity has some salutary effects. It offers a
reminder that everyone is a creature as well as a creater of his
culture - imprisoned by his available idiom even as he seeks to
use it as a tool for mastery. It illuminates the ways that
notions of selfhood can be socially constructed, And it offer a

healthy antidote to humanist ideology.

However, some notion of human subjectivity still seems
necessary " to historical understanding. A resolute
antisubjectivian not only fails to account for resistance and
transformation in ‘"discursive practice" but also threatens to
degenerate into monocausal and mechanistic a model as the
'economic determinism' which Gramsci criticised so effectively.
Rahter than insist on a system, the historian might acknolwedge
language as another of those structures that may appear immutable
and objective but are constantly changing in fluid interaction
with human subjects. Indeed, that was Gramsci's own view, which

he maintained against the reductionist grammarian of his time.

Limitations of a linguistic view of cultural history brings

us back to Gramsaci. The focus on language can make us conscious



of the endless ambiguities involved in communication and remind
us that most meanings are not reducible to any binary scheme,
even though they may be shaped in part by the structures of
power. The problem is that, once inside the labyrinth of
inter-textuality, the historian often seems unable to hear the
human voices outside. And that is part of our task as well, to
listen to those voices (however dissonant and confused} and try
reconstruct the human experience of history. That in the end, was
Gramsci's greatest strength : his openness to the variety and
contrariety of experience. Despite his rationalism and his
concern to locate overarching pattens of cultue, Gramsci
recognised that the ground of all culture is the "spontaneous"
philoéophy absorbed and shaped by individual. Spontaneocus
philosophy 1s not sectarian but constitutes various levels. To
repeat, it contains : (1)} language; (2) "Common sense and "good
sense", (3) popular religion. In this theory of the philosophy of

language Gramscli gave primacy to 1its historical and social

character.
HEGEMONY AND EDUCATION

Till now, we have discussed education, consciousness,
common sense, ideology, language, etc. and have seen how they
are constitutive of a hegemonic process. We observed that the
'theoretical' and 'practical' ideolecgies within which people live
their everyday lives occur within specific relations of

domination and subordination. Thus everyday practical ideoclogies
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are structured, and intersected by the forms and themes of
dominant meaning and values - what is called hegemony . QOur aim,
now is to totalise all our previous constructuions in relation to
hegemony and see how educational activities are conditioned by
hegemonic struggles.* According to A.S. Sassoon (1980) any
definition of hegemony is complicated by the use of the word in
two diametrically opposed senses : first, to mean domination and
secondly, t¢ mean leadership, implying some notion of consent,
But these two are not diametrically opposed, as Sasson considers.
Domination can also be established by engineering consent through
a kind of leadership. Even Perry Anderson (1976-77) in a
brilliant analysis of Gramsci's work, has documented the
ambiguity and shifting characterisation of the precise
relationship between state and civil society, but he fully
endorses the heuristic value of the concept, both theoretically
and politically. In a reply to Anderson's interpretation of
Gramsci, David Forgacs writes that 'Gramsci according to
Anderson, reproduced the error of left social - democracy in
overplaying the centrality of hegemony and civil society and
underplaying the coercive role of the state with detrimental
consequences for socialist strategies". This argument according
to David Forgacs seems to be wrong. The concept of hegemony has
been used by many earlier Marxists, but it was Gramsci who first

expounded systematically the concept of hegemony and identify

* For differing intepretations of the concept of hegemony sce
A.S, Sassoon (1980), Perry Anderson (1976-77); David Forgacs
(1989); Gwywn Williams (1960} and Buci-Glucksmann (1980).
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its political significance, Most coﬁmentators agree that
hegemony is the key concept in Gramsci's 'Prison Notebooks' and
the most important contribution to Marxist theory. But there are
varied interpretations of this concept. For example, to Gwyn
Williams, hegemony implies "an element of direction and control
not necessarily conscious". According to him, "this hegemony
corresponds to a state power concieved in stock Marxist terms as
the dictatorship of a class". A.S. Sassoon placed Gramsci's term
in its larger conceptual field -- the idea of the state as
'hegemony fortified by coercion', the notion of 'historic bloc',
the view of intellectuals as 'the organisers of hegemony', and
the 'pervasive concern with the party'. Like Anderson, Buci -
Glucksmann locates Gramsci's highly individual use of the term
more precisely within the deeper ideological context of Russian
social democracy {going back to Plekhanov) and in the
contemporary use of the Comintern. According to Eric J. Hobsbawim

('Approaches to Gramsci', p. 30) hegemony constitutes a process

and legitimation of revolutionary overthrow and their receptance

as gquides and leaders. According to Joseph V. Femia (1981)

hegemony was "Gramsci's most impressive contribution to Marxist

analysis - to help shift its focus away from economics and

natural science to the terrain of culture - to philosophy and

the intellectuals, to popular psychology, and to the manifold

agencies of socialization.41 The success of Fascism in Italy and

BJP's and its allies in India during recent years are examples of

hegemonic processes as the overarching pattern of culture.
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In his early writings, Gramsci refers hegemony as working
class strateqgy, i.e. in terms of building class alliances.42 In
his 'Prison Notebooks' Gramsci goes beyond this use of the term
and refers to the way the bourgeoise establishes and maintains
its rule. In modern times, Gramsci argues, a class maintains its
dominance not simply through a speical organisation of force, but
because it is able to go beyond its narrow, corporate interest,
exert a moral and intellectual leadership, and make compromises

within certain limits ) with a variety of allies who are unified

in a social bloc of forces which he calls as historic bloc., This

bloc represents a basis of consent for certain social order, in
which the hegemony of a dominant class is created and recreated
in a web of institutions, social relations, and ideas. The
'fabric 'of hegemony is woven by the intellectuals who, according
to Gramsci, are all those who have organisational role in
society. Thus, he goes beyond the definition of state as the
instrument of c¢lass as given by Marx, Engels and Lenin. In
their case, there |is more of ‘'economic determinism' in the
relationship betwen the ruling class and state. Although

Gramsci makes a distinction between 'civil society' ('as web of

institutions of hegemony) and political society' (areas of

political institutions in legal constitutional sense), this

division, for him, is purely a methdological division stressing

the overlap that exists between the two in actual societies

(SPN:1971:p.160).
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Thus, hegemony refers to a set of assumptions, theories,
practical activities, a world view through which the ruling class
exerts its dominance, Its function 1is to reproduce, on the
ideological plain, the <conditions for class rule and the
continuation of the social relations of production. Hegemonic
beliefs and practices thus shape practical ideoclegies and
penetrate at the level of common sense, mixing and mingling with
ideological practices which are more spontaneously generated.
The concept o©of ideclogical hegemony does not mean that non-
dominant classes are ideologically manipulated through and
through in some over-determined way. On the contrary , Gramsci,
stressed that hegemony has to be fought against countervailing
tendencies produced by the structural location of the working
class in the labour process and elsewhere, e.g. education,
religious practices, rituals, praptical ideologies (norms)
governing actual day-to-day activities. 1In fact, he emphasised
the contradictory nature of common sense. Working class men, for
example, often experience a fundamental discontinuity between thé
social relations in which they are involved at work and those
they encounter within the family, the local community, the trade
union and elsehwere. Each of these constitute relatively
autonomous 'locales' which give rise to varying and competing
tendencies in their practical life (ideology), the whole leading

to a fundamental dissociation at the level of conscicusness.

We observed that Gramsci illuminated the ambiguities of

consent 1i.e. the conflict that sometimes arises between person's
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conscious thought and his actions. The conflict points to the
complexity of 'popular consciousness' under capitalism. Thus
common sense, 1is never a simple and mechanical result of
hegemony. It contains elements spontaneously generated, residual
elements handed down intergenerationally (even though the
conditions which produced them, may have disappeared by now) and
borrowings from inter-class contact, as well as being inter
sected and moulded by the operation- of hegemony into some kind
of contradictory unit. Moreover, common sense responds to
changes in the socio-historical process. Hegemony has to be
viewed, then, as a dynamic movement continually responding to
unresclved conflicts and new ideological tendencies, In
practice, new ideological initiatives are continually emerging
both within and without the dominant hegemony. From this
prespective, the maintenance of hegemony doesnot require active
commitment by subordinates to the legitimacy of elite rule or
class rule, Less powerful people may be thoroughly disaffected.
At times, they may openly reveolt through strikes and mass
movements. But normally most people find it difficult, if not
impossible to translate the outlook implicit in their experience
into a. conception of the world that will directly challenge the
hegemonic culture. The problem is partly one of language and
here Gramsci anticipated Michel Foucault's emphasis on the role
of "discurrsive practice" in reinforcing domination. Gramsci
realised that "every language contains the elements of a

conception of world" (SPN : 1971 p. 325). Hence the available
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boundary helps mark the boundaries of permissible discourse,
discourages the clarification of social alternatives, and makes
it difficult for the dispossessed to locate the source of their

unease, let alone remedy it.

The overall picture that Gramsci provides is not a static,
closed system of ruling c¢lass domination. Rather, it is a
society in constant process of interaction where the creation of
counter hegemony remains a live option. As one of Gramsci's most
thoughtful critic observed, hegemony is "a process of continous
creations which given its massive scale, is bound to be uneven in
the degree of legitimacy it commands and to leave some room for
antagonistic cultural expressions to develop43 Gramsci's
vision of society involves not a mechanical model of base and
superstructure but a complex interaction of relatively autonomous
spheres (public and private ; political, cultural and economic)
within a totality of attitudes and practices. And yet he remained
faithful to the Marxist tradition in granting causal priority to

the economic sphere under most conditions. The base does not

determine specific forms of consciousness, but it does determine

what forms of consciousness are possible. The process of

interaction between various spheres 1is characterised by the
formation and reformation of histroical blocs, which , depending
on their success in forming alliances and disseminating a

coherent ideology, may or may not come to exert a hegemonic

influence.
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This vision 1is manifiestly more complex than most anti -
Marxist critics have relised : it rejects the economic
determinism of the Second International. It broadens the notion
of ideclogy, rooting it in 'spontaneous' philosophy, it
redirects the obsession with objective determinants of class by
introducing the idea of historical bloc ; it acknowledge the role
of the state as a complex political entity, not merely a tool of
the bourgeoise, it points wus towards cultural definitions of
race, ethinicity and gender and towards an exploration of the
ways those definitions Jjustify or <challenge existing power
relations. In terms of cultural hegemony power idiom is
exercised and spread by the roles which include parents,
preachers, teachers, journalists, literati ‘"experts" of all
sorts, as well as advertising executives, entertainment
promoters, popular musicians, sports - figures, and '"celebrities"
- all of whom are involved (albeit, often unwittingly) in shaping
the wvalues and attitudes of a society. The "power " includes
cultural as well as economic and polital power - the power to
help define the boundaries of "“common-sense reality" either by
ignoring views outside those boundaries or by labeling deviant
opinions as "tasteless” or "irresponsible', Thus a fully
'extended’ hegemony must rest on active consent, on a collective
will in which various groups in society unite., Gramsci thus goes
beyond a theory of political obligation resting on abstract civil
rights to argue that full democratic control develops in the

highest form of hegemony. Yet his analysis of various forms of
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hegemony, such as that which came to dominate the Italian
Risorgimento, shows that the limited nature of consent can lead
tec a weak basis for political order, which may come to rely

increasingly on force.

Hegemony, it may be argued, cannot be reduced to
legitimation, false consciousness, or manipulation of -the mass of
the population, whose ‘common sense' world view, according to
Gramsci is made up of a variety of elements, some of which
contradict the dominant ideology, as does much of everyday
experience. What a dominant hegemonic ideology can do is to
provide a more coherent and systematic world view which not only
influences the mass of population but serves as a principle of
organisation of social insitutions. Hegemony is not reducible
to ideological domination in a perspective stressing the
manipulation or sccial control deliberately exercised by a ruling
class. It's basic characteristic is uncertainty, impermanence,

and contradiction. In other words, hegemony is susceptible to

change and negotation. According to Geof Eley, hegemony " is not
a fixed and immutable condition, more or less permanent until
totally displaced by determined revoluationary action, but is an
institutionally negotiable process in which the social and
political forces of context, breakdown and transformation are

constantly in play".44

Hegemony is a dynamic process of construction where

different circumstances may help or disturb its radical
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transformation. In the Gramscian scheme, the 'civil society'

‘provides sufficient space for contestation and negotiation while

securing the legitimacy of the system. It involves both limits

(compromises) and systematic contradictions. It is this
dynamics, contradictory and negotiable aspect of hegemonic
construction which also opens the space for counter - hegemonic

potentials.

With this space for counter - hegemonic potentials Gramsci
defines the special historical project of the proletariat as the
creation of a ‘"requlated society" in which hegemony and civl
society, or the area of consent, is fully expanded; and political
society, or the area of constraint, is diminished in their
favour. This implies that the proletariat must create continuous
expansion of consent in which the interests of various groups
come together to form a new historical bloc. In developing a
strategy towards this end, the new hegemony must harness and
systematise elements of popular ideas and practice. The concept
of hegemony is, thus, the basis of Gramsci's critical analysis
of folklore and popular culture and his discussion of religion
and of the relationship between the systematic philosophy of thé
philosophers and the 'unsystematic philosophy' or 'world view' of
the mass of the population. And it is here, that education (in
the broadest sense) comes 1i.e. education as the medium of
hegemonic/counter - hegemonic expansion in moral, intellecual
and political 1leadership. Even the task of "spreading the

scientific temper" cannot be the mere transmission of scientific
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knowledge alone which would make little sense unless
systematically incorporéted into existing idea system or unless
it is incorporated into common sense' knowledge by being
purposefully incorporated into "practice" or "technique'", ideally
directly into preduction processes. The use of science, not
simply transmission of its ideas, must be central to this
endeavour ; strengthening ‘common - sense' perception through
incorporation of science into ‘'practice' or ‘production’',
expanding it's range and scope so as to "reflect back" upon
"ideas and traditions" and form a social basis for the
generation or strengthening of a critical, scientific attitude,
In this endeavour spread of general literacy among the
popﬁlation becomes important. Literacy constitutes not only the
ability to decode a text with the help of ocne's familiarily of
script, but also implies the power to project meanings and to
share them with a scattered audiedce. This is vital for the
intellectuals to work out an alternative hegemony. For example,
let us take up the case of the rise of BJP/ RSS/VHP phenomea
agssociated with Hindu revivalism in India. Symbolically they
cashed on the search for 'self-identity’'. "Search for
‘'self-identity' was an important part of the vision of the
freedom fighters for an Independent India, and in this revivalist
movements played a key role. Hindu Revivalism proved highly
relevant to the development of Hindi as a medium of modern
education, This was the major function that Hindu revivélist

forces assigned to themselves. They appropriated a mass
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language, and in the name of education and national development,
turned it into a class dialect”.45 The Indian left did not learn
lessons from these revivalists nor could they develop the
language of the masses i.e. the 'common sensical' symbolic

systems.

Even otherwise, the idea that pedagogic styles may influence
the cultural forms and values of a society has received very
little attention in India;46 This idea has found wide
popularity in Soviet Union in the writings of psychologists like
Luria and Vygotsky who held that the child's pedagogic experience
plays a significant role in his psychological development. Paulo
Freire (1973) too emphasised that the style of communication used
for teaching shapes the function of knowledge and skills in the
child's life. Empirical studies conducted in the liberal
framework by A.C. Purves (1974) point out a similar view on the
results of diversity of emphasis in curricula and in teaching
styles. He says that, '"the schools do indoctrinate students to
become the kind of reader, the kind of critic if one prefers that
term - that the "establishment" approves".47 It is in the concept
of hegemony that these educational exigencies which are national

in character are knotted together. Hegemony or "direction" is

associated with the power of educational and cultural istitutions

in society.
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CHAPTER 4

THE AGENTS : THE TRANSFORMING POWER OF EDUCATION :

EDUCATION AS AN ACTIVE DIMENSION OF POLITICS

In the last chapter, we discussed cducation as a part of
superstructure. We discussed the relationship of education with
other elements of superstructure like consciousness idoleogy,
language and hegemony. Thus education, as we observed, is also an
active dimension of politics at various levels., Here, in this

present chapter we will discuss the role of various agents

through which education becomes a potent factor in hegemonic

struggles. Marxism, as Gramsci described it is a 'philosophy of
praxis’. While the insights of this concept are intellectually
satisfying, they are not wvisible in the political practices of
the 'Left'. Active politics in necessary to overcome oppression.
Active politics in Marxist sense does not entail an
'essentialist' view of human nature or man's 'essence'. It
invovles a recognition that human subjects are constitued within
the ensemble of social relationships.  Two rival sets of
"historical laws" exist side by side in any particular society :
the "laws of historical development"” as "laid down by the
property-owning class organised in the state'" and the laws which

are ‘"inherent in the living conditions and historical experience

of the exploited working class" (Gramsci (1977): Selections from

Political Writings 1910-20, p.73). Laws of society involve human

activity, they are not 'god' ordained. It is necessary for men
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to act through various agencies like state, party, classrooms,
texts, media etc. to usher in a new society as perceived by Marx.
Marx gave us an ideal of a "society which would be superior to
capitalism in three respects : in productive terms, in
distributive terms and in political terms. It is a picture of a

. , . - . . . 1
society which is non-repressive in the most literal sense'.

In this chaptef, our main concern is the question of how
mass consciousness, c¢ould undergo an effective change through
various agencies and consequently how the lives of the masses
become a part of ideological hegemonic struggle. In other words,
how democratic consciousness can be expanded to help accelerate
socialist revolutiocn, The obvious implication is the need to
examine the role of main agents like state, intellectuals, party,
factory council, media, text and symbols. In the previous
chapter, we examined the ideological content of common sense, its
contradictory elements and potential weak points to elucidate the
positive content in the semiotics of common-sense language and
other sign-systems. The content of these findings constitute the
substance with which various agents have to work. The task of
persuading other people depends adequately upon apprehending the
ideological space within which they live. Their life is crossed
by multiple of agents in society. Hence, a socialist
transformation of society requires that they firstly try to win
over and penetrate inside various agents. Then these agents need
to clarify the everyday assumption and practices which inform the

people's outlook. The agents have to avoid alienating all those
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who "can be potential allies. Essence of every revolution is the
seizure of state and hegemonic power for only when the workers
and their ©popular allies become the new ruling class, can the
basis of society be transformed. "Worker's control" is only
progressive when they form part of an overall political strategy
which aims to wrest state power from the hands of ruling class.

{John Hoffman : 1978}).

The problem with the Indian 'Left' has been that they have
not been able to creep inside various institutions of state and
'civil society' where as their 'Right' wing counterparts, namely,

'Hindu-Nationalists' have made inroads to capture the state

power, While there are many breaks with the past in their
nationalist and democratic aspirations, the growth of
'Hindu-Militancy', (e.g. BJP/RSS/VHP/BAJRANG DAL/SHIV SENA)

during last few years lay in the way they capitalised upon deeply
felt populist, nationalist and religious sentiments which
pervaded the conscicusness of the Hindus who constitute the
majority of population in India. After the receding legitimacy
of the Congress Party and the state's inability to cope up with
the masses dissentment, Hindu revivalists won the elements of
subordinate class. The struggle for 'BJP' kind of alternative
hegemony and wining over of the subordinate classes during the
decades after 1947 was similar to fascist lines. Their workers
penetrated everywhere and formed many institutional groups e.qg.
Shakha Systems, DAV organisation etc. Krishna Kumar writes that

"the main overt instrument used by the RSS (Rashtriya Sawyam
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Sevak Sangh) to spread its ideology was.... the Shakha, an open

area evening class, for socialising male adolescents into
quasi-military form of brotherhood........ In all there are about
3000 RSS-affliated schools".2 The DAV organisation runs

hundreds of schools and colleges in the north and central India.
The "Hindu Militants' and revivalists have been able to penetrate

deeply in the «civil society and work out their own hegemonic

systems.

The task of the 'Left' is to articulate and appropriate the
various agencies and institutions of ’'state' and 'civil society'
to foster progressive ideological change, They must generate
discontinuities, work out an alternative hegemony, while
simultaneoulsy maintaining  crucial continuities with the past.
It must not neglect the positive and transcendent aspects of
'Eommon—sense' consciousness, Moreover, working c¢lass must
create its own organic intellectuals, social and cultural
institutions and the party. According to Gramsci, the working
class, 1like the bourgeoise before it, is capable of developing
from within its ranks its own organic intellectuals, and the
function of the political party, whether 'mass' or 'vanguard' is
that of channelling the activity of these organic intellectuals.
(SPN: 1971:p.4). Gramsci was right in stressing the importance

of ‘activity' or 'practice' and the importance of subjective

factors - a ‘'"state of mental preparedness", (Selections from
Political Writings : 1910-20, p.12), determination, a passion
for freedom and autoncmy - in the class struggle, but these
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factors, wvital as they are, are not sufficient. It is the

developments in the material world which are ultimatley decisive.

THE STATE

The bourgeoise state is the greatest agent of cultural
modernization because of its ideological universality in modern
times. In this context, we observed that there is a double
dynamics of ideology (e.qg. contradictory common sense) in the
Gramsci's concept of hegemony. Gramsci distinguishes between a
'bastard form of hegemony' and 'successful hegemony'. The former
produces a passive consensus and leads to a 'passive revolution',
successful hegemony, on the other hand, rests on an active and
direct consensus arising from authentic absorption of the
interests of the various suborinate classes. Even though Gramsci
doesnot explicitly say so, it 1is obvious that for authentic

absorption these interests must be potentially universalisable,

In other words, a successful hegemony {or state) must become a
genuine blueprint for the future, incorporating the dreams and
aspirations of all the deprived classses. Since, the state fails
te do so, bastard form of hegemonry comes and in authentically
absorbs a range of interests and neutralises those of the masses
50 as to put the to use for reasserting ruling class dominance.
(Mouffe : 1979, p.182). It produces a coalitional politics of
various classes and historic blocs and this is where actually, a
relative autonomy of state lies - a space which provides the

agents to work for strategic mediums in an alternative hegemony.
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Existence of pre-capitalist forms of exploitation in a bourgeocise
state necessitates coalitional politics which would enable the
ruling bloc to extend its control beyond the confines of the
ruling classes. Thus the state provides a terrain for political
contestation among various classes, where as in the civil
society, hegemonic struggles provide for contestion and
negotiation. The locales between these interstices of class
conflict provide the communists a promising space in hegemonic
struggles, It is here that the working c¢lass organic
intellectuals and party workers penetrate into and work

simultaneously for an hegemonic reconstruction.

According to Gramsci, "State as an continuous movement of
assimilation of society comes to a halt and state returns to its
conception of "force" when the bourgeois class is "saturated".
It ceases to expand and starts to disintegrate and starts loosing
part of itself"™ (SPN : 1971, p.260). It is here again, that in
such moments of crisis, the socialists (working class organic
intellectuals) have to make inroads to expand their hegemonic

assimilation. Though in normal times, the state itself functions

as an_ educator, where the 'will to conform' is generated among

the masses. The state constructs organic passages/links with all
other <classes, that 1is, it enlarges its own hegemonic class
sphere 'technically' and idelogically. According to Gramsci,

"every state is ethical (or cultural) in as much as one of its

most important functions is to raise the great masses of the

population to a particular cultural or moral level, a level (or
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type which corresponds to the needs of the productive forces for
development, and hence to the interests of the ruling classes.

The school as a positive educative function, and the courts as a

repressive and negative educative function, are the most

important state activities in this sense : but in reality, a

multitude of other so-called private initiatives and activities,
tend to the same end - initiatives and activiteis which form the
apparatuses of the political and cutlural heggmony...” (SPN:,
p.258). Thus the state provides the terrain on which ideclogical
struggle take place both within and without state, but it is
without the state i.e., the working cass should contest more from
outgide than from inside, It is crucial to emphasise that
Gramsci did not believe that the capitalist state could be
reformed. He constantly asserted the imperative necessity for

the revolutionary overthrow of the capitalist state (See Mouffe

{ed) : 1979),

Gramsci extended the concept of the state to include its

function as an 'educator' (SPN : p.260} and as the site of the

exercises of intellectual and moral leadership via the mdedium of

the articulation of private association/civil society. It should

nevertheless be noted that this change in difinition implied no
abondonment of the classical Marxist-Leninist theory of state,
for in Gramsci's work the ‘'leadership' function remains
irrevocably tied to the function of domination/coercion. No
hegemony could fully exist without coercion. Gramsci's

invocations to construct within political society a 'complex and
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well articulated civil society' (SPN : 1971, p.238) as a
revolutionary element, as well as his call to develop 'an
unprecedented concentration of hegemonry (SPN : p.26B) are well
known. It is 1less well known that their contexts make it
perfectly clear that in both case, these were situations in which
powers had already been seized. The first reference concerns the
general theory of state in the transition period, the second to
specific measures for the consolidation of the regime in the USSR
against the opposition. For all that Gramsci wrote on
proletarian hegemony as an object of pre-revoluticnary struggle,
it is clear that completely effective hegemony cannot be attained
by a class unless it is coupled with exercise of domination over
enemy classes, Thus counter-hegemony may be facilitated by the
formation of political alliance between forces under communist

party's leadership, and persuaded to follow as a result of

ideological struggle.

Gramsci's own conception of proletarin hegemony involved the
mobilisation by the working class o©of other classes or class
fractions, in the first instance on the grounds of these group's
immediate demands and grievances but ultimately on the grounds of
" their common interest as collective exploited or oppressed
classes in overthrowing the capitalist order and installing
socialism. For example, Gramsci {1971, p.263) writes : "The
content of the political hegemony of the new social group which
has founded the new type of state must be predominantly of an
economic order". And at other place (p.161) he writes : "though

*
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hegemony is ethical-political, it must also be economic, must
necessarily be based on the decisive function exercised by the
leading group in the decisive nucleus of economic activity”.
Gramsci's  concept of transition, although it invovled, in
conditions of a strong c¢ivil society, a long war of position,
also indicated the capture of state power as a pre-condition for
the withering away of the state-as-coercion,. Moreover, in’
Gramsci's conception of post-revolutinary development, a phase
of coercive state contrel is necessary for the building of
socialism, becaue it serves for the defence of socialist legality
and the construction of a planned economy.3 Thus, existence of
state outlines that educational activities in hegemonic sense
have a secondary place. It builds wup the basis for further

political strength to capture state power,

THE INTELLECTUALS

The creation of organic intellectuals among the working
class is the most instrumental concept running throughout in
Gramsci's writings.4 He defines intellectuals very broadly to
include all those who have 'an organisational function in the
widest sense' (SPN:1971:p.97). All human beings, he argues, have
rational or intellectual capabilities, although only some at
present have an intellectual function 1in society. Thus he
emphasises on the need to create an intellectual order, through
the development of critical thinking and creating a new culture,

The main role of the intellectuals is to bhridge the distance

143



between socialist ideology and spontaneous cénsciousness, between
the ‘'ascribed' consciousness and psychological consciousness of
the working class. The intellectuals in general and the working
class organic intellectuals in particular must renovate and
critically reconstruct all the existing intellectual activity.
These intellectuals who form a intellectual and moral bloc cannot
substitute much for a deficient consciousness, hence they must
form all kinds of alliances and articulate their collective will

as a result of the historical orientation present in the class.

Just as ruling c¢lass intellectuals organise the web of
beliefs and institutional and social relation, the working class
intellectuals also must proceed in the same manner towards
codnter—hegemonic direction, that 1is, towards expansion and
creation of an alternative hegemony. Thus Gramsci writes : "One
of the most important characteristics of any group that is
developing towards domination is its struggle to assimilate and
to conquer "ideologically".....but this assimilation and conquest
is made quicker and more efficacious if the group in guestion
succeeds in simultaneocusly elaborating its own organic
intellectuals (SPN, p.10). Hence the basic political function of
intellectuals in any counter-hegemonic activity is 'directional'.
The intellectual has to be active participant in practical life
as constructor, organiser and permanent persuader (Ibid, p.10)
and at each step it consists in critical eloboration of the
intellectual activity that exists in everyone at a certain degree

of development. Gramsci suggests that whereas professinal
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philosophers develop the skill of abstract thought, all human
beings engage in a philosophical practice as they interpret the
world, albeit often in an unsystematic and uncritical form. 1In
this sense Gramsci talks of philosophy becoming a 'material
force' (a phrase used by Marx) with effects on the 'common sense'
of an age. According to him, the intellectuals must place all

philosophiéal systems and common sense systems in a historical

perspective. As a 'philosophy of praxis', Marxism can help the
masses 'become protagonists in history as more and more people
acguire specialised, critical, intellectual skills, and a

coherent world viewl),.

According to Gramsci, a successful ruling class is one which
has already established its intellectual and moral leadership
before capturing political power. In this process the role of
the intellectuals is all important, since the achievement and
maintenance of hegemony is largely a matter of education : "Every
relatinship of hegemony is necessarily a pedagogic relationship"
(SPN:1971:p.350). The degree of success of such an educational
process will be shown by the extent to which a new consensus, a
counter-hegemony 1is reconstrcted. The intellectual must remain
in close contact with the masses and problematise their actual
life condition and give a personality to the amorphous mass
element (SPN p.340}. However, Gramsci emphasised that the
intellectual, organically 1linked to the revolutionary class
should be a member of a pelitical party which provides the

leadership for that <c¢lass. Political parties elaborate and
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diffuse conceptions of the world and are the crucibles where the
unification of theory and practice takes place. "The political
party for some social groups is nothing other than their specific
way of elaborating their own category of organic intelluctuals
_directly in the pglitical and philosphical field ....(party) is
responsible for welding together the organic intellectuals of a
given group - the dominant one....". This brings us to an anaysis

of party's role in elaborating an alternative hegemony.

THE PARTY AND THE FACTORY COUNCILS

Gramsci believed that the '"party cannot lead the working
class through an external imposition of authority....either with
respect to the period which precedes the winning of power, or
with respect to the period which follows it". It could only lead
if it really succeeded, "as part of the working class, in linking

itself with all sections of that class" (Gramsci : Selections

from 'Political Writings' 1921-1926; pp.367-8; 1978). Later, in
his 'Prion Notebooks', Gramsci wrote of the role of iniator of
political change lying with "the political party - the firsf cell
in ' which there come together the germs of a collective will
teﬁdinq to become universal and total" (SPN : 1971, p.129). For
Gramsci; the party was like a 'Modern Prince', which must be able
to forecast the weather for working class struggles against the
state., For the working class, it was "communist party which must
organise and express a 'national-popular' collective will

(alternative hegemony), in other words, must be a "Jacobian"
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force bidning the peasants beneath the ‘hegemony of the
proletariat and rejecting a}l forms of economism, syndicalism,
"spontaneism" (SPN, p.123). The relationship between the class
and the party is not passive and mechanical but rather, the party
should work '"energetically upon them in order to develop,

solidity and universalise them (Ibid. p.227).

Thus the starting point of the party is the development of
critical attitude in each individual and creation of an ‘'elite of
intellectuals' in order that human mass becomes indepndent with
their help through the organisation's platform. The political
party, apart from assimilating the working class in the culture
of  "revolution in particular, it must elaborate and diffuse the
various conceptions of the world held by masses in general. They
must "wofk out the ethics and the politics corresponding to these
conception and act as it were as their historical "laboratory".
The parties (must) recruit individuals out of the working mass,
and the selection (be) made on practical and theoretical criteria

at the same time". (SPN, p.335).

Gramsci, in his clearly periods, held his belief in the
working class militancy through the role of factory council and
not through the party. It was only after the defeat of Turin
general strikes of 1920, that he came to realise the necessity of
a 'vanguard' ©party. Nevertheless, factor councils were still
supposed to be schools in_the training in proletarian democracy.

He saw the factory councils as the local model for the future of
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dictatorship of proletariat. The constitution of the counci;s
was inspired by this rigourous conception of proletérian
democracy. Gramsci's emphasis on this principle is an
affirmation of the auﬁonomy and creativity of the working class.
Factory councils teach political militancy in the working class
agaisnt capitalism, It held a vision in an incipient
reappropriation of work and its product within the factory. It
'thereby, rediscovers itself, acguiring consciocusness of its
organic unity and counterposing itself as one united whole to
capitalism, Gramsci here <clearly introduces the theme of
'alienation' and its supersession, at a time when Marx's early
wri;ings were unknown in Europe; apart from him only ULukacs was
to develop a comparable theory - a year later. Gramsci thus
constantly emphasises '"the joyous consciousness" of "work for use
and disinterested production of social wealth" whereby the
working class affirmed "its sovereignty" and "its power and

freedom as a creator of history", (SPN:1971:pp.201-202).

Gramsci, not only stresed the socialist revolution as a
triumph over ‘'alienation', he also explicitly identified the
working class as fundamental 'productive force' which is
imprisoned by capitalist relations of production, Factory
councils performed a role which found expression in Gramsci's
conception of a 'new order'. The proletariat had to accomplish

'two revolutions' - one destroying the bourgioise state, the

other constructing a liberated social system, The latter task is

more difficult, as recent tragic happenings in Eastern Europe,
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USSR and China bear witness. The working class must, therefore,
start to train itself as the future governing class, architect of

a society without precedent, here and now.

The factory council was its apprenticeship. It was a system
of 'workers' democracy that should be a magnificent school of
political and administrative experience, which would give a

permanent form and discipline to the masses. The experience of

power, thus had a cultural function, in the deepest meaning of he

word, preparing and educating the working class to its immense

future responsibilities. Detonation of revolution,reappropriation
of 1labour, liberation of productivity and rehearsal of power
exercise - the council uhited all these moments. Gramsci's
programme was an original and powerful one, though it was soon

subjected to a searching criticism by the facts.

The failure of Turin facotry worker's movement in 1920
subjected Gramsci to realise its dialectical temporality. He no
longer believed in an immediate accentuation to from factory
council (however powerful & strong it may be)to the socialist
state. He came to realise the importance of party, which alone
could make the revolution. The role of the peasantry was
reformulated in his later work in the notion of a new historical
bloc. The creativity and autonomy of the working class were
resituated in the concept of party and historical bloc which was
absent from his early writings. All of these ideas were

integrated under the aegis of a general theory of party
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"Gramsci's conception of party alliances was one in which the

mass party itself was a central site and vehicle of alliances.

It rested to quite a large extent on a totalising notion of the

party and a totalising conception of the 'intellectual and moral

reformation' in which ways of thinking and acting compatible with

the 'philosophy of praxis would themselves become a foundation of

a_ popular common sense, the theory of contradictions in class

society and the practice of their transcendence and
5 - -

elimination".

MEDIA, TEXTS AND SYMBOLS

It must be admitted that Gramsci's absence is felt as

regards his full treatment of these subjects. He simply gives

passing attention to these subjects, Post-Gramscian era saw
significant developments in the field of media, texts and
symbols. The growth of mass media and other forms of

communication has an influence whose ideological content is
mediated by the wvarying forms of social consciousness of its
audience and the structured material and social processes

conditioning its reception. These agents (media, texts and

symbols) have indirect politico-educative function concerned with

subjects as culture of everyday : the refinement or the

coarseness of people's relationship with each other, the
conceptual baggage or apparatus with which they pick their way
through the social world. The whole educational process, the

process of influencing and being influenced is a part of the
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general cultural fabric of the society which has various agents
and medium helping each other in a totality of systems. Thus
Gramsci writes : '"The schools, at all levels, and the Church
(Church was the main ideological state apparatus during medieval
times, according to Althussee) are the biggest cultural
organisations 1in every country, in terms of the number of people
they employ. Then there are newspapers, magazines and the book
trade (and now the electronic media) and private educational
institutions, either those which are complementary to the state
system, or «cultural institutions like the Popular Universities.
Other professions include among their speciaised activities a
fair proportion of cultural activity. For example, doctors, army
officers, the legal profession. But it should be noted that in
all countries, though in differing degrees, there is a great gap
between the popular masses and the intellecutal groups, even the
largest ones, and those nearest to the peripheries of national

life, like priests and school teachers" (SPN : 1971, p.342),

Gramsci contends that all these agents do perpetuate this
gap between the ‘high culture' and 'low culture' marked by many
others 1levels in between the two, as an organic necessity of
capitalist hegemonic expansion. This they do as a result of
their medley of experiences and social knowledge thrust upon by
the hegemonic systems. Each individual possesses and develops a
personality of his own, not independent but as a unit in the
matrix of social transmision. Unlike functionalist theory,

Gramsci's approach does not try to match all cultural
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manifestations with the demands of the 'social system'. He
-
allows one to analyse the - 'systemic’ features of a society
characterised by inequalities of power without reducing that
society to‘a system. Nor does Gramsci reify society into a being
that has needs and interests apart from human agency; rather, he
stresses the 'human creators' of culture. Further, Gramsci's
approach allows one to integrate the insights of 'symbolic
interactionism' and cultural anthropology with an awareness of
power relations.People indeed create their own symbolic universes
{e.g. spontaneous philosphy) to make 1life wunderstandable and
tolerable, and those symbolic universes do come to have an
apparently "objective" wvalidity, particularly over generations
és they spread from scattered individuals to breoad social groups.
But a given symbolic universe, if it becomes hegemonic, can serve
the interests' of some groups better than others. Subordinate
groups may participate in maintaining a symbolic universe, even
if it serves to legitimate their subordination. In other words,
they can share a kind of half-conscious complicity in their own

victimisation.

All relationship of hegemony, to an extent, necessarily
involves an educational relationship. Educatiocnal relationship,
in a sense, are not restricted ¢to the field of the strictly
"scholastic" relationships alone. But in general, it connotes a
means by which each generation historically comes to exist and
matures (SPN:1971, p.350),. In the second chapter of this

project, we came to know that all educational activity makes use
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of texts which mediates between thé teacher and the pupils,
between the masses and the elites and between the ruler and the
ruled. With the growth of technology, new forms of communication
have appeared, though some of them suppress the text. Radio and
television, for instance, use texts that the audience mostly
cannot see. These media c¢reate the impression of a direct
dialogue between the audience and the person whose image or sound
is being disseminated. They also create an impression of being
purely oral media. The impression is misleading, for the
dialogﬁe has a text as‘tangible and significant as the textbooks
used for conventional teaching in the classroom. The difference
is that the text on which such dialogue is based is not visible.
It is supressed. But it can be retrieved, and it can also be
reconstructed. Reconstruction is usually the only way to analyse

the texts used in the modern media. Mass media, implicitly

denies <¢lass or group conflict. It presents a picture of

competitive strivers within a benevolent nation-state. Rather

than engage in indoctrination, the media and texts have
perpetuated values that do not aid the working class to interpret
the reality it actually experiences, In other words, wvalues
rooted in the worker's everyday experience lack legitimacy. As

Gramsci understood, the media and text culture depend not on

the brain-washing of the "masses" but on the tendency of

public discourse to make some symbols (forms of experience)

readily available to consciousness while ignoring or_ suppressing

others.
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Education in modern times is not quite separable from the
media that promote ideologies, opinions and consumer goods. As a
state apparatus, education is in fact a prime agency of
propaganda although its instrumentality is more complicated than
that of state-owned media or advertising. With the emergence of
the modern state, with its instruments of self-analysis and
remediation fairly refined after the two world wars, the use of
education for propaganda has entered into a more mature stage of
which, though Gramsci c¢ould foresee but could'nt elaborate

details. Corrective procedures are working all the time to

minimise the clues that indicate the propagandist nature of

education through its various agents and symbols,

For examining the role of media, texts and symbols, thus we
need to go for its content analysis. Content analysis is

essentially a means to probe propaganda which hegemonic/counter-

hegemonic system indulges in. All stories generally invovle
interaction between two or more than two men, but this
interaction denies any connection between their economic

conditions or actual life conditions in which these characters
live. The general depiction in a story for the general audience
or reader doesnot provide an adequate model the structure of
relationships embeded in a text., Hence there is a need to relate
the symbols used in the text to the actual life conditions under
which the particular text is read or seen. In most of the texts,
the interaction is imbued with a pedagogic dimension. For

example, in many of the stories having two characters rich and
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poor, the poor are shown as submerged in their own defective
culture and it is the rich who comes to help him out. Such
stories offer the reader/audience a model of economic pedagogy
that denies any conflict between the rich and the poor. Such
stories generally socialise children to perceive poverty as a
consequence of certain personality traits rather than as a
consequence of social and economic relationships. This agenda
fits in nicély with the role that the middle class - the creator
of texts - has, that of mediating between the afistocracy/riches
and the large population of the poor. The story places the rich
on a new, modern pedestal, that of being guides of the poor,.
Thus, the conflict between the poor and the rich is resolved in a

pedagogical relationship.

Stories and texts, like play have a socialising function.
Through language (which we have already discussed) and play, a
child locates himself in the world he sees. He enhances his
participation in the world around him by coming to terms with the
role available in a play. He sorts them out, chooses among them,
and tries out the one he chooses. The process is both vocal and
guiet, If we compare this process with what happens through
exposure to texts, we are likely to be struck by the similarity
of the two processes. Listening to a story or reading one, the
child takes on different stances towards the world depicted in
the story. The stances are those of the characters involved in

it and that of the narrator who may or may not be visibly present

in the text. A story forces us to see the world from viewpoints
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~other than our own. It forces us in the sense that it leaves us
with no choice once we agree to pay attention to it. We would
fail to see the point of an action narrated in it if we do not at
least momentarily take on the position of the persons engaging in
the action. Narrative texts engage us in a sequence of symbolic
participation in the world. By agreeing to participate in this
way, we place ourselves in the roles attributed to the characters
and thereby extend our acquaintance with these roles. The
experiences of these characters, to some extent, become ocur
experience. The process of involvement in a text differs from
that of invovlement 1in a social situation mainly because it
permits us a safe distance from the emoctional tangles facing the
characters— depicted in the text. The distance protects us from
the responsibility of taking decisions and acting, it allows us
to be 'spectators' in the sense in which Britton (1970) uses this
terme. As spectators, we are both in the situation and out of it;
our emotions are stirred by 1it, and at the same time we can
appreciate, 1if we care to, the means by which our emotions are
being stirred. This aspect of encounter with texts, however,

doesnot prevent the formation of collective patterns of response.

Recurrence of certain types of characters, styles of
narration, choice of incidents, and choice of locations in texts
may act as a pattern forming force on individual
reader's/audience's responses. In principle each reader/audience
may be free to reflect upon texts as a unique spectator, with his

own repertoire of experiences; yet readers/audience may act as
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collectivities whose responses are similar and predictable. This
may be the result of accretive exposures as through the
presentation of texts in the modern media and in institutions of
mass education. These sytems specialise in the preparation,
assembling and transmission of texts 1in a systematic manner,
Patterning of symbols under the auspices of mass education is not
altogether different from what happens in the folklore of a
culture on which Gramsci gave a lot of emphasis. It is only more
accentuated because formal educational arrangements invovle
conscious, .sophisticated and carefully monitored organisation of
symbolic resources. This choice of symbols and their patterning
occurs 1in a hegemonic space placed anywhere on a continuum from
"closed" to "open". In the closed version, the subordinate group
lacks the 1language necessary even to conceive symbolic meanings
towards concerted resistance; in the open version, the capability
for generating meaning and resistance flourishes and may lead to
the creation of counter-hegemonic alternatives, But this depends
mainly on the replacement of kind of text and symbols and by a
concerted effort of the intellectuals to validate the ideas,
values and experiences in an alternative symbolic pattern through
public discourse. The line between dominant and subordinate
cultures is "a permeable membrane, not an impenetrable barrier".
By developing the notion of "contradictory consciousness" Gramsci
opened possibilities for more complex approaches to symbolic
systems and popular culture in order to initiate

counter-hegemonic activities effectively. Thus, we find that
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Gramsci's attempt towards an understanding of educational process
and of subaltern consciousness in hegemony system is thoroughly
historical, consistent and systemati&, though at times, he
doesnot give much technical details. Now, we will go to the next
(last) chapter to discuss his contribution to Marxism in the

context of what we have discussed so far in previous chapters.
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CHAPTER 5
GRAMSCI'S CONTRIBUTION : (CONCLUSION)

{A) IMPLICATION OF GRAMSCI'S IDEAS ON EDUCATION FOR

REVOLUTIONARY PRAXIS

As stated in previous chapters, Gramsci's treatment of the
subject of educatioﬁ is only one aspect (though quite a
significant one) of hegemony. Gramsci's 'whole-system' view
provides a way of conceptualising the relations between economic
conditions, political institutions, social and cultural forms
which allows for specific descriptions cf the formal constraints
and determinations at work in the system. It doesnot see the
outcomes of particular political struggles and educational
practices as pre-given. The idea that 'nothing is pre-given'
refers to the Marxian concept of 'praxis' which emphasises the
role of practice, work, politics and struggle as the mechanics of
social transformation.1 The power of correct thinking lies in
its ability to intervene successfully in the causal mechanisms of
the world and to create or embody its own conceptions. More
specifically, Marxism sees 'practice' o¢r ‘'consciocus' human
activity as mediating factor between 'mind' and 'matter' between
’subjéct' and 'object'. Education and consciousness arise out of
and are shaped by practice, and in turn, should be judged in and

by practice. This constitutes the crux of a Marxist epistemology

and’'a theory of science.
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Gramsci's resistance tQ Mussolini, his stress on the active
role of intellectuals, articulation of a popular consciousness
and thought in history, creation of working class cultural and
political institutions, symbols, sign systems, language etc. -
all these make him an appealing figure. His relevance lies also
in the analysis of failure of communist movement in the present
day world capitalism. He offers a more comprehensive, successful
Leninist but anti-Stalinist revolutionary strategy. The main
concern of this chapter will be an examination of the analytical
uses of Gramsci, There are two sections in this chapter. One
section will focus on the strategic aspects of revolutionary
politics and the other on the epistemological status of Gramsci's

ideas on education.

When one talks of Gramsci's ideas on educational politics,
one cannot ignore his revolutiocnary vision, It must be

critically recognised that his educational and political ideas

contain some remarkably suggestive insights into the question of

symbolic domination and subordination in capitalist societlies.

Eric J. Hobsbawm has brought wus two significant points from
Gramsci's political theory.2 {a) The first concerns the
possibility that a 'passive revolution' within capitalism might
reabsorb -a failed revolutionary initiative from below. "On the
one hand the ruling class (or the world capitalist system) might
grant certain demands to forestall and avoid reveolution; on the

other hand, the revolutionary movement might find itself in

practice (though not necessarily in theory and principle)
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accepting its impotence and might be eroded and politically
integrated into the world capitalist system". (b} The second
concerns the Machiavellian emphasis that the basic problem of
hegemony is not how one comes to power, but, how one comes to be
accepted in power. These two points, in a major way explain the
events that haQe taken place in USSR and Eastern Europe during
last few years. They also explain the structural crisis facing
the 1Indian Left movement along with the rise of 'Hindu- Hindi'

revivalism in recent vyears.

Gramsci's political thought, as it has been demonstrated in
previous chapters, provides an alternative to Stalinism. He
attempted to ar;iculate issues in a general Leniniét framework,
though he differed from him at many issues. For example, for
Lenin, "Marxist science came from without, carried by the party

in order to overcome a deficient consciousness" whereas in case

of Gramsci it consisted '"not in overcoming a deficient
consciousness but in providing a "collective will", a historical
orientation already present in the class". (Jeorge Larrain :

1979). It was party with the assistance of intellectuals, which
could provide diréction to the historical orientation present in
the <c¢lass. 'It is proletariat itself which produces its organic

intellectuals'3

Gramsci could bridge the gap between socialist
ideology and spontaneous consciousness of masses through the role
of organic intellectuals. According to Gramsci, Marxist ideology

doesnot substitute for a deficient consciousness but expresses a

collective will, a historical orientation already present in
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embryonic form in the class. Lenin's scientific ideology had to
struggle against spontaneocus consciousness whereas Gramsci's
philosophy (marxism) expresses a historical spontaneous direction
which doesnot exclude the possibility of direct political action.
EDUCATION DOES NOT SUPPRESS BUT PURIFIES SOCIAL REVOLUTION.
Emphasis on educational and hegemonic activities doesnot turn
Gramsci into a reformist, rather than he still remains a
revolutionary, he doesn't believe that road to socialism was a
parliamentary one, (See Mouffe : 1979, Carl Boggs: 1976, Lucio
Colletti ¢ 1977). Gramsci is celebrated for his place in a
revolutionary pantheon of 'non-stalinist' tradition and also for
the singularity of his own intellectual contribution. Gramsci is
regarded as materialist who does in a sense uphold the primacy of
the economic factor. He is not a determinist since this primacy
allows for an interaction between the base and superstructure

such that the productive forces determine only what forms of

consciousness are possible, rather than determining the actually

existing forms4 (Femia). Gramsci developed Marxism in the

Leninist tradition in so far as he rejected elitism and
bureaucraticism and to the extent that the party had cultural and
social tasks and not just political ones. He also believed that
the industrial proletariat should form alliances with peasants
and even with members of the petty bourgecsie. His commitment to
the proletarian cause is really a commitment to all oppressed

groups.

163



In a methodological discourse, at times, Gramsci is brought
nearer to the position of Western Marxists, In Perry Anderson's
account, Western Marxism becomes more a syndrome of the objective'
conjucture in the non-revolutionary years after 1923, when the
major Marxist theoreticians mostly retreated from practical
politiés and moved to abstract philosophical modes of thought
sharply distinguished from the materialist concerns of the
classical Marxist tradition before 1914, In this sense,
according to Perry Anderson, Western Marxism becomes more the
philosophy of defeat than of unrealised libertarian potentials.5
However, one <can say that Gramsci fits wvery poorly in the
'Western Marxists' framework. His marxism was far away from any
blocated theoretical enterprise. He was both more practical and
more historical than the Western Marxists. Gramsci's emphasis on
the study of history, traditiocn aﬁd philosophy, his repeated
emphasis on the role of intellectuals to remain in contact with
masses, and the task of giving a historical direction to the
masses constitute the real concerns in the 'philosophy of
praxis'. The problem with many structuralists (like Althusser)
is that they tend to neglect the problems of 'praxis' and social
change.6 Structuralists, though they are very consistent in
their writings, their self-indulgence in abstractions is not
correct. Structuralist solution to the relations between
ideology and science leads to overrating of the role of science
and underrating of the role of revolutionary practice (Jeorge

Larrain:1979). Gramsci 1s an antidote to this Western Marxists
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tradition, for him thecry is justified only when translated into

action,

Another important significance of Gramsci is that his ideas
on language, common-sense, spontaneous phiiosophy, historic blocs
and hegemony are so immensely rich in content that he came to
inflﬁence ‘cultural', 1linguistic and anthropological studies;
Gramsci has drawn our attention to the importance of inter-
disciplinary study in various fields like cultural and social
history, social anthropology, semiotics, linguistics etc. apart
from the purely formal study of political economy and comparative
governments. His emphasis on the study of ‘'cultural hegemony'
addresses the relationship between culture and power under
capitalism. He suggests some starting points for rethinking some
of the fundamental issues in classical Marxian writings, His
work was an effort to locosen the rigidities of orthodox Marxism.
By clarifying the political and educatioconal functions of cultural
symbols he Qas trying to show how ideas reinforce or undermine
the existing social structures, the apparent contradictions
between the powér wielded by dominant groups and the relative
cultural autonomy of subordinate groups. Gramsci has
contributed to immense development in 'revolutionary praxis' for

undérstanding historiographical problems faced by the communists.

To manipulate educational, religious and other ideological
apparatuses for the production of popular compliance, Gramsci

linked hegemony with the domain of 'civil society' which is
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relatively independent of direct state interference. It is true
that, Gramsci didnot succeed in finding a single, wholly

satisfactory conception of 'civil society' or the state. The

state is, at times, defined as ‘"political society + civil
society™, and elsewhere again as a balance between political
society and civil society. In yet another passage, Gramsci

stresses that "in concrete reality, civil society and state are

one and the same" (SPN:1971, p.208). However, this distinction
between ‘'civil society' (web of institutions of hegemony) and
'political society' (arena of political institutions in legal -

constitutional sense) is purely a methodological division. (Ibid,
p.160). The heuristic value of this methodological division lies
in that the working class must not only overthrow the state, but
must also demonstrate its claims to "intellectual and moral
leadership", in order to establish an alternative hegemony. This
reguires a continuous labour of creative ideoclogical activity.
The capacity 'to articulate different visions of the world in
such a way that their potential antagonism is neutralised' rather
than simply suppressing those visions beneath ‘'a uniform
conception of the world' 1is the essence of hegemony and

. . . . 7
revolutionary praxis in Gramscis's sense.

To be sure, Gramsci's 'Prison Notebooks' are far more
concerned with the mechanisms and modalities of hegemony under
capitalism than with the problem of how a successful c¢ounter-
hegemonic challenge might be mounted or the gquestion of how

working-class hegemony under socialism might be democratically
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guaranteed. As Bob Lumley says, "the concept of hegemony in the
'Notebooks' is used primarily to explain the ways in which the
ruling bloc maintains its power”.8 But, his ideas are suggestive

of effective counter-hegemonic practices. O0f course, he also had

much to say about the "Modern Prince" - his conception of
revolutionary party which was capable of organising "the
national-popular collective will" (i.e. alternative hegemony)

into the potential for a new state and é "new historical bloc
bound together by a broadly extended hegemony", as Showstack
Sassoon puts itg, might simultanecusly help in the transition to
socialism. Gramsci also believed in the radical potential of
factory councils -- as agencies of direct as opposed to
representative or parliamentary democracy {e.g. Trade Unions
role}, as media of mobilisation, and és instruments of working
class self-education ('Schools of propaganda' as Gramsci put it),
and their fundamental political importance, as institutions which
raised the workers to a sensé of their full capacity to dominate
production and thereby society itself. As Davidson put it,
Gramsci's 'experience with the factory councils.taught him once
and for all that the fundamental mode of creating class
consciousness was throﬁgh the practical activity or organising

the. workers in a "conciliar activity" through which their
0

possibilities would become "visible" and theory "realised“1

Gramsci's all these concerns were linked to "whole system"
view of social formation. These concerns are also linked to

Gramsci's famous distinction between the "War of movement" and
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the "War of position", where the latter was meant to characterise
the needs of the West Eurocopean Left in the circumstances of later
1920s and 1930s. The "War of position" was not conceived as a
'parliamentary road' and was developed 1in quite different
conditions from those of the Second International. These
conditions included a defeated and divided 1left, inter-war
capitalist regulation and fascism, 'War of position' cannot be
equated with the concept of '"passive revolution". A "war of
position" is a trench warfare, while the "war of movement" is
frontal attack which was successful in the very different
circumstances of tsarist Russia, 1is only a particular tactic.
"Wa;. of position" is not identical but is related to the concept
of ‘"passive revolution". Classes donot choose the '"war of

position"' but are imposed by the overall relation of forces of

conflict. "War of position" is a tactic, a trench warfare in the’
conditions of near equilibrium of political forces,. "Passive,
revolution” is a strategy of the bourgecise in the ‘"war of

position" phase for absorption of antithesis (Gramsci:1971,
p.100). That is, it is a modified form of ‘"restorationist”
bourgeoise. politics. "War of position", though 1like "war of
movement" doesnot imply frontal attack, it still necessariiy
implieé the differentiation of the proletariat as an independent
force.11 It is not that "war of manceuvre" or "war of movement"
is a excluded as a possibility by the "modern state", but that

the balance of forces dictate that it must be preceded by a

different form of struggle which will "create the possibility" or
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serve as "the indispensable premise" (Gramsci : 1871, pp.232,
110) for "war of manouvre" or "war of movement'. This preceding
different form of struggle is "war of position". A large part of
Gramsci's discussion of war of position is solely concerned with
distinguishing the strateqy of the proletariat from that of
passive revolutions in this phase. What Gramsci was seeking to
oppose in the concept of "war of position" was the adventurism
and putschism of the line of CI ultra-left, which tended ¢to
insist wupon the insurrectionary character of proletarian tasks

even under the most unfavourable conditions.

Gramsci's concern for active political intervention at all
levels (i.e. educational, cultural and politico-military)
maintains crucial continuities even while generating
discontinuity simultaneocusly. It must not neglect the positive
and transcendent aspects of previous tradition, history,
philosophy, belief systems and culture. As we have seen in the
previous chapter that like functionalists, Gramsci's approach
doesnot try to match all cultural manifestations with the demands
of the 'social system'., He allows one to analyse the systemic
features of a society characterised by inequalities of power
without reducing that society to a system. Nor does he riefy
socieﬁy into a being that has needs and interests apart from
human agency; rather he stresses the human creators of culture.
The field of education provides an excellent example of why this.
is important. There is a need to continue search for the

elements of our educational history, to rediscover those social
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movements which in their various ways tried to éo beyond the
constraining features of the status-quo. Educational
institutions are not ahistorical in the sense that they have
never existed in the same form, Their educational purposes have
always <changed historically but have been 1little and rarely
questioned. Recent historiography of education sheds a very
different light on the course of educational change. Schooling
has always been the site of conflicting social and ideclogical
pressures, the present embodying the result of past struggles and
compromises which have never been finally resolved and hence they
are always open to new initiatives. 1Indeed people engage in
struggle and creation of various ‘'symbolic universes' in a
parﬁicular cultural space or different 'cultural space which come
to have an 'objective' validity, particularly over generations as
they spread from scattered individuals to broad social groups’.
And when, it becomes a homogeneous identity, it becomes hegemonic
also. This is evident from our study in the last chapter, of
Krishna Kumar's article which traces the relationship between

Hindu revivalism and education in north-central India.

Thus Gramsci calls for a political practice from educators,
intellectuals and students to intervene from inside in the formal
schooling and also beyond purely educational issues which takes
place in a broader political arena. One of these concerns is
related to the practices and rituals which pervade schooling both
in regard to teacher-pupil relationship and with respect to the

even more critical relationships between educators and those who
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hold the power which affects them at the micro level. While
constraints emanating from the system are very real which cannot
be just wished away, some autonomy at the local level for schools
and staff is possible. A democratisation of decision making
procedure must be fought by the teachers and students. Without a
struggle for democratisation by teachers and students, there will
be 1little chance of gaining control over such issues as the
appointment and deployment of teaching personnel, the content of
the curriculum, and styles of pedagogy. Autonomy of educational
institution is not freedom from all social responsibilities nor
it 1is in the sense of autonomy being granted to some public
schools by the Central Board of Secondary Education (CBSE) in
Indié.12 All we know at present is that these eight schools are
also private schools and five of them are in Delhi, Thesge
schools will have autonomy in curriculum and examinations. The
CBSE's role will be limited to approviﬁg the syllabi and scheme
of examination. It is argued that state control on curriculum
and examination prohibits the students from rich and elite homes
to realise their full potential. This autonomy in Gramscian
sense 1is an outcome of the general crisis of the system "The
crisis of the curriculum and corganisation of the schools, i.e. of
the overall framework of a policy for forming modern intellectual
cadres, is to a great extent an aspect and a ramification of the
more comprehensive and general organic c¢risis" (Gramsci:1971,
p.26). Hence autonomy of educational institutions should not be

brought about in the sense of policy makers (as the
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representative of the ruling class) but in the Gramscian sense
which we discussed in the second chapter. In consists in the
space providing for an active teacher-pupil relationship, high
self-esteem among teachers, a curriculum fitting well into the
peoples actual life conditions, their history and their struggles
and general basic equitable physical facilities in schools. The
curriculum, the textbooks and the examination which are links in
the cycle of oppression and in which the the teachers participate
unaware must be broken.13 This is the essence of Gramsci's
emphasis on the role of intellec£uals in the specific area of
education. First of all they should not accept the culture of
petty bureaucratic rituals as the only proper framework of
teaéhing. Gramsci (1971:p.36) writes that, "it was right to
struggle against the old school, but reforming it was not so
simple as it seemed. The problem was not one of model curricula
but of men, and not just of the men who are actually teachers

themselves but of the entire social complex which they express".

Thus, the struggle for hegemony takes place beyond the
school as well as within it and needs to be engaged in at every
level where hegemonic meanings penetrate : in such contexts as
the- family, social services, trade union, community
orqanizations, political parties of state and local . level, the
media, and various cultural activities. It is important that
working class intellectuals donot remain isolated from other
social movements such as feminist movements, peasants movements,

students movements, ecological movements, theatrical and media
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movements, because in the last analysis, it is only through a
strong mass movement that class domination can be transcended.
The cobstacles against building such a mass movement should not be
under estimated. "Intellectuals should never be tired of
repeating their own arguments. for an alternative hegemony.
Repetition is the best didactic means for working on the popular

mentality - to work incessantly to raise the intellectual level
of ever growing strata of the populace, in other words, to give a
personality to the amorphous mass element” (Gramsci:1971, p.340).

This is how theory is transmuted into action (praxis).
(B} DEVELOPMENT OF MARXISM - A SCIENCE OF SOCIETY AND CHANGE

So far we have seen that Gramsci elaborates on three
concepts: (i) Science (Critical thinking and technical
knowledge); (ii} Common sense ('spontaneous philosophy' and
'contradictory consciocusness'); and (iii) Hegemony (domination,
direction, leadership, and consent). Gramsci's political and
cultural writings are based on these three basic pillars on which
all historical struggles move. We have already established their
relative cognitive and 'constitutive' status in the third and
fourth chapter respectively. Now, Gramsci's contribution to
Marxism as a science of society and change in the context of
previous chapters will be elaborated briefly here. Within the
general frame of Marxism, science 1is perceived primarily at two
levels. (a) Firstly, in terms of involving Marxism as a theory of

knowledge; (b} Secondly in terms of historical sociology. Under
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(a) science 1is a value of norm; under (b) science is a topic of
research and investigation, as something Ehat sets out to explain
(and perhaps even change). '"Many of the problems associated with
the concept of science in Marxism arise from the failure to
reconcile and sustain both these aspects of science. Thus -
emphasis on (a) at the expense of (b) leads to scientism, the
dislocation of science to an expression of the historical process
and consequent judgemental relativism"14. In Althusser, we find
a general dislocation of science from the historical processes
whereas in Lukacs science has been reduced to an expression of
historical process. In Gramscian scheme, the "whole-system”
witnesses a coupterpéising of historical materialism to science.
Thus Gramsci was a little near to a kind of Hegelian historian
i.e. he .was to some extent a Crocean. But nevertheless he was

perfectly aware of the creative and ‘'idealist' element in

scientific investigation.

. . o iens L . . 1
Gramsci was anti-positivistic but not anti-science. 5

This
is evident from his mature political writings 1like 'Prison
Notebooks'. A proper historiography sanctions the attempt to
extract from a given text ideas that have some internal coherence
and contemporary relevance for the investigator. His notes on
'Ttalian History', and 'State and Civil Society' constitute an
implicit rejection of some of the theoretical ideas of the
Comintern Marxism, Though Comintern Marxism was right in

pointing out the indispensability of theory, generalisation,

construction of norms for historical analysis, its manner of
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constructing these involved a kind of unintended error. Instead
of a theoretical search for a constructed universal (norm) it
went into a bureaucratic sanctification of an historical
instance. Gramsci broke out of this enveloping and stifling
narrative of "Comintern' style of history. Gramsci asserts two
points: First, he asserts such a simple thing as the specificity
and 'irreducibility' of the Italian history into any other rhythm
than its own. Rhythms of its past, present and probable future
are irreducibly different, and not convertible into such
metaphors masgquerading as historical general concepts. Secondly,
this was a part hiqtorical, part theoretical indictment because
it - showed the necessity of construction of truly theoretical
universals, as norms of historical enguiry; and implicitly
demonstrated how Comintern practice had actually deviated from
the theoretical practices of Marx and Lénin.16 Refreshingly, what
appeared powerfully in Gramsci's writings was fundamental in both
senses - of being crucial and also being simple, easy, and
assertion of the simple but miraculously forgotten a fact that
the punctuations of Italian history had to be theorized
'internally' in terms of theoretical identification of 1its own
significance, and in terms of the causal significance of
each event. He provided a conception of causal delays,
without ensuring any periodisations of culture wholly

coincident with those of political economy and eventually

politics.
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Against any tendency of aggressive simplification, Gramsci
provided a doctrine of an authentically coﬁplex history. His
arguments broke away from those inflexible moulds of the
Comintern Marxism. He defied these mandatory symmetries, denied
these éompulsory steps of the march of revolution on earth.
Vocabulary and concepts which carry transparently on the surface
of a discourse in history, showed a shift o¢f emphasis in
Gramsci's writings. Against the central concepts of the earlier
theory - i.e. causality, class struggle, base and superstructure,.
determination, symmetry, laws, rules, unformities, national and
comprador bourgeoise, c¢onscious and unconscious proletarians,
false consciousness etc. Gramsci's theory and history uses a

whdie new set of words and emphases. 1In his writings, history

was considered now as a realm of ‘'dislocations', ‘'delays',
'misunderstandings’', constructions, exceptions, asymmetries,
superstructures, ‘'common-sense', group identities etc. In his

scheme, structures came to be crossed by cultural configurations,
even such formerly neglected unities as those of language,
imagery, myths, common errors. In politics, the 1long moving
logic of structures was crossed by the fast logic of situational
compulsions. Under his influence, Marxist theory could regain

its original complexity, move forwards to its origins in Marx and

Lenin (Kaviraj: ibid.).

Gramsci emphasised on differences, on the complexity and
contrariety of a specific historical juncture. For example, his

theory of 'contradictory consciousness' has hermeneutical
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significance by suggesting on differences and incoherency. The
consciousness of masses suffers from incoherence : at the
conscious, explicit level, they may be said to believe in the
basi¢c values and principles by which such a society is organised,
but at practical, implicit level, their concrete life situation
is such that alternative values and principles manifest
themselves. The relatively conscious consent yields what Gramsci
calls the ‘'hegemony' of the bourgeoise over the working class,
whereas the dissent implicit in proletarian practice points in
the direction of a new social arrangement where the working class
would hold the ideological hegemony. It is the task of the
revolutionary intellectual to draw out and make coherent into an
expiicit philosophy the conflictual tendencies inherent in the
behaviour of proletarians, and also to make them more aware by
teaching them this philosophy and give them a historical
orientation. Gramsci's theory, here again we see, 1is an
alternative to standard 'consensus and conflict' models of social
order and power, "Gramsci's conception of contradictory
consciousness is more valid empirically than either....(and)
rests on a sounder theoretical underpinnings" (Femia: 1981,
p.224)., Largely because of Gramsci, Marxist view of culture now
understands symbolic or ideological representations of a given

historical situation as an integral and defining part of the

situation.

Gramsci was indeed a methodeclogical Marxist, in the sense

that he wused the 'dialectical' way of thinking in the field of
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politics which Marx practiced in the domain of economics and
which Hegel elaborated in metaphysics. Gramsci used 'dialectics'
to avoid one-sidedness. That structures should be seen not only
as uniformities and patterns but also in a different sense. They
should also be seen as imposing limits on the logic of political
possibilities. The openness of Gramsci's theor& is due partly to
this adﬁission that political boundaries around philosophical
systems are peculiarly ineffective, that Marxism must exist in a
transactive relation with the surrounding world of theory. He
allows critical theories, even theories like elitist sociology of
Mosca or historicist theories like Croce's, to set guestions for
Marxist theory to solve. In seeking to answer these problems
coﬁing from outside, he became conscious of ‘'empty' regions
within Marx's general system, and tried to work out Marxist
solutions to these problems. Quite obviously, a major concern in
Gramsci's Marxism was to allow hermeneutic and historicist
theories to set guestions to Marxist social theory, but the
problem is that his name has been used to justify all kinds of
further constructions in theory. A part of the problem is also
the nature of Gramsci's texts. His texts are insufficiently
constructed or constructive - a genuine theoretical under -~
determination on crucial points. For example, he sketches the
idea of 'passive revolution' but forgets to insert it into
available trajectories. He argues energetically that Marxigt
materialism is non-ontological, a change of terrain, but doesnot

pursue 1it further. He adds elements to the idea of social
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formations displacing its earlier balance, but it 1is Jjust a
sketch, leaving its logical relations within surrounding concepts
unnegotiated. However, Gramsci had political limitation of any
further elaboration in his theoretical constructions. Theorists
like Althusser, have seen in this underdetermination an
invitation for further construction of theory. Gramsci's Marxism
gives us a sensitivity to kinds of differences, but it tells us
little about what to do with them, that to only in a suggestive
methodological manner. Other difficulties involve the ambiguities
surrounding certain key implications: the relative autonomy of
spheres and the variety of ways that hegemonic/counter-hegemonic
valpes can éffect d&fférent cultural texts, All these raise a
more serious question which is left unanswered by Gramsci - the
question is that, if science is part of the superstructure, how
is 1its relative auvtonomy to be conceived? And c¢an there be a
proletarian natural science or merely a proletarian social
science? It is still debated whether his thought are 1local or
international. However, despite all these ambiquities and
incompleteness, the greatest strength of Gramsci lies in hisl
openness to the variety of experience. There is nothing as
'pre-given' in his scheme. The problem is that, once inside the
labyrinth of intertextuality, theoreticians often seem unable
to hear the human voices cutside their own theory permits.
Gramsci provides a "whole system" view of the social
formation to reconstruct the human experience of history

and in the present disorientation of our socialist culture,
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assimilation of Gramsci is a key aspect in the renewal of " the

"Left'.

And now, finally, I must bring out the silences in this work
where lie some more fruitful areas of future research. I have
elsewhere, c¢onfessed in this work that though Gramsci ideas on
education constitute a theory of education and hegemony, they are
not complete in every sense. Gramsci did not live to see many
complex problems. Which are faced 1in the mbdern media age.
Secondly, his views on education, language, consciousness and
symbols are intelligible only in relation to the immense
theoretical revolution involved in his enlarged concept of the
state, hegémony, ;hafional—popular', 'historic bloc', ‘war of
movement', 'war of positions', and passive revolution. There can
be no Eheory of education without a theory of hegemonic state
apparatuses and their articulation with the integral state in

their historical specificity.

Hence, one area o©of research, which has been excluded from
this project 1is the discovery of possible tensions between the
levels of mediation analysed by Gramsci. If education and
intellectuals are to effect change in mass consciousness, there
is the problem of ensuring perpetual coherence between the self-
consciousness of the mediator and that of the mediated. . This
_returns to the question of interests and needs. Does the
mediator have the same interest and need as the mediated. And

even if, the working class creates its own organic intellectuals,
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does their interest cement the interests of their masses, because
of the technical superiority gained by them. Though the theory
of 'contradictory consciousness' and 'spontaneous philosophy' has
many hermeneutic novelty for the scholars, but does it not create
blank space for the practical activisfs himself, the 'inner-self'
of the mediator. This problem is reached in Gramsci's resolute
effort to coordinate all the positions necessary for the
emergence of '"collective will" and for a direction to the
"historical orientation" already present in the c¢lass. This
fronﬁier presses on the need to fill up a critical gap in the
approach to mediation, The frontiers are significant. They
present problems which are not fully resolved by Gramsci. But he
sufflciently reveals the main issues to emphasise the new tasks
of Marxist praxis in its revolutionary struggles against the
capitalist order. But again Gramsci could not see the present
world of 1990s where technological advance in production, media,
communication, warfare and organisation can be directed to
create powerful obstacles to working class unity and more so for
the composition of hegemonic alliances between the workers and

the rest of unprivileged masses.

The second area of reseafch could be to ‘'historicise' or
contextualise Gramsci's ideas on education and hegemonic
struggles (in terms of bargaining and negotiation) in the
specifities of 'mational-particular' whether Italian or Indian or
more universal -~ international. In these work I have attempted

albeit insufficiently. We reckon with the historical tendencies

181



{like the Hindu revivalism and education in post 1947 India,'
autonomy given to top eight elite private ('public') schools
during the current year; problem of 'backward class' identity,
education and Mandal Commission Report, 1990; etc.) towards
passive revolutions in many conjuctures of transition from both
developed and under developed capitalism. In the contemporary
world, such a passive phenomenon emerges as the general

experience of capitalism,

Finally, there is an urgent priority to examine the
epistemics and the heuristics of 'Gramscian' education wﬁich he
sets as 'critical thinking' - 'the fundamental power to think and
abiiity to find one's way in life' (SPN:1971, p.26). In Gramsci,
the essence of education is both i.e. the process of scientific
enguiry and also the information that scientific enterprise
generates (ibid, p.36). But there is an uneasy tension here
again at the two levels of education i.e., the engquiry process and
the so called 'banking knowledge' in education. This tension is
revealed in Gramsci : "In reality a mediocre teacher may manage
to see to it that his pupils become more informed, although he
will not succeed in making them better educated; he can devote a
scrupulous and bureaucratic conscientiousness to the mechanical
part of teaching-and the people, if he has an active
intelligence, will give an order of his own, with the aid of his
social background, to the "baggage" he accumulates (ibid). Hence,
there is a silence in Gramsci, whether teaching science

essentially involves initiating the learner into the scientific
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process or whether the learner (despite all his poor cultural
background) is himself tuned to a éelf ‘enquiry' process.
Further research is reguired to know how much Gramsci's theory of
cognitive development of child would yield result in the light of

empirical constraints of working class subordinate culture.

As it has been demonstrated earlier, the real problematic
lies in the need to rearticulate Gramsci's ideas in the
contemporaneous context of education. Gramsci's entire scheme of
education cannot be thought in one singular, unilinear’ whole.
One has to discern various subtle points of departure. Our

findings in this regard are:

1. - Gramsci's theory of education is essentially a theory of
practice - to change the 'nature', 'society' and the 'man’'.
2. Education consists not only in schools and universities but

is considered broadly in terms of development of cognitive
status of the individual through the entire cultural
edifice-beliefs, rituals, language, media, texts, symbols,
clubs, associations, party etc, However, Gramsci is
primarily concerned with working class education, especially
through the mediating role of intellectuals,

3. Educational system is considered as relatively autonomous
superstructure allowing space for dynamic changes in the
structure of social consciousness. Education becomes a
cultural input, an active dimension of politics to raise the
working class consciousness. Education provides a terrain

for contestation and struggle.
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Gramsci sees education not only as a part a 'global'
dimension of oppression, but contends that it must be
analysed in its own right. It was designed to develop in
each individual a general culture - 'the fundamental power
to think and ability to find one's way in life' (SPN:1971,
p.26).

The purpose of schools is to develop a critical
consciousness and self identity in its historical totality
to participate in the mainstream national life {politics).
Participation in the mainstream national 1life was a

democratic necessity. For this reason, development of

national language, its expansion among the masses and mass

literacy programmes were essential to Gramsci. Change in
the consciocusness of masses was, again, a democratic
necessity which is supposed to go concurrently with
political, revolutionary struggle.

Gramsci approach to socialist construction is based on the
'‘continuity’ with the past, simultaneously generating
'discontinuities' with the present. That is, in order to
built wup a socialist culture, the past culture is not to be
rejected, rather, it should be reworked.

Democracy in education doesnot merely mean that all
unskilled workers becomes skilled. It means that every
'citizen' can govern, even abstractly (at 1least in
principle) every citizen is in a general condition to

achieve this (SPN:1971, p.40). This means that the role of
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education lies beyond the boundaries of purely formal
educational institutions.

8. Thus Gramsci has a theory ¢f 'education' which is explicit
in this passage of 'Prison Notebooks' (p.27) : "a common
basic education, imparting a general, humanistic, formative
culture; this would strike the right balance between'
development of the. capacity for working manually,
technically, industrially and development of the capacities
required for intellectual work. From this type of common
schooling, via repeated experiments in vocational
orientation, pupils would pass on to one of the specialised

schools or to productive work".

Gramsci had developed his ideas on education with his
experiences in Italy in particular and Europe in deneral, within
the context of peasants and worker's struggle for land-ownership,
factory ownership, political and economic rights. In his
writings, he presented 'mass illiteracy', growing
‘vocationalisation' and ‘'autonomy to schools' as a ‘'general
crisis' or as a structural problem caused by oppression of the
masses by the capitalists. According to him, the problem could
be solved only by a socialist revolution. His purpose, however,
was to inspire intellectuals and the progressive groups to use
educational communication, and various other institutions and
associations of the 'civil society' and the 'state' as a tool in

struggles against oppression,
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