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INTRODUCTION 

A considerable amount of research in the Sociology of 

Education has focussed on the functions which schooling 

performs as an institution in society. The focus of research 

largely remained confined to the functional relationship 

between schooling and socio-economic structure. 

Unturling the pages of history, it becomes evident that 

industrialization brought in its wake new roles and.values 

as well as different kinds of problems of inequalities and 

unstability. In such a si tuation 1 education was seen as 

bringing about some congruence betwen society and newly 

evolved economic order. Education was expected to maintain 

~ a stable and sustained equilibrium in society. 

In subsequent research; schooling hence is looked at in 

two ways :On the one hand, it is seen as an agency for 

inculcating skills, knowledge and values in children for 

making them socially mobile; while on the other, some 

·theorists believe that the same values are used to ensure 

the conformity to the requirements of society. The former 

view forwards an understanding of the rela tionshi'p of 

schooling with social change; whereas the latter looks at 

schooling as performing the function for the continuance of 

status quo. Thus schooling is believed to serve as a 

vehicle of social control and as an instrument of 
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reproduction of social relations. Therefore, the dynamics 

of social control and social change becomes important in 

relation to the role of schooling. 

Ifr most societies today, eucational policy falls 

largely within the purview of the state. The usual tendency 

is to see a beniin and powerf~l state taking responsibility 

for the. education of the masses as part of its welfare 

policy. However, some radical theorists believe that the 

state policy itself is guided by the prevalent polico-

economic structure along with other socio-cultural factors. 

Therefore, the Sociology of Schooling or the Political 

Economy of Schooling incorporates a wider horizon than a 

simplistic socio-economic equation; it has to deal with more 

complex parameters. This is, in essence, what the present 

research aims to do by studying the nature of the relation 

' between schooling and the state;, however, the specific 

emphasis would be on the dynamics of social control and 

social change. 

At the outset, it is necessarily to define 1 social 

control, 'social change' and t social reproduction' as used 

in this study. By 'social control' is meant the submission 

to someone else against one's wishes through coercion or the 

imposition of meaning. Social reproduction is used in the 
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sense of reproduction of social"relations, characteristic of 

class-based society. Social change is used in the sense of 

complete transformation of comprehensive social, economic 

and pli tical order. This is distinct from minor changes 

which maybe parts of the process of comprehensive 

transformation. 

This 1s a theoretical study. We have analysed the 
~ 

realtionship of education with social control, reproduction 

.and change at two levels: On the one hand we have critically 

analysed the major theoretical perspectives on the subject, 

i.e. Functionalist, Interactionist, and M~rxist; On the 

other, we have looked at the bistorical development of 

schooling. In that, we have tried to look at the writings 

of three theorists DDDD Antonio Gramsci, Karl Mannheim and 

Paulo Freire DDDD wh.o, we feel, differ on understanding in 

the manner in which schooling can be used as an effective 

instrument in the pro ee s s of soc i a 1 change . The 

dissertation consists of Five Chapters and an Appendix, 

which contains three ten
1

ta t i ve mode 1 s of 

schemes based upon the theoretical positions 

Mannheim and Freire. 

educational 

of Gramsci, 

First chapter covers the liberal and functional 

positions in terms of the general relationship of schooling 

with society. Schooling as performing the function of 
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socialization on the one hand, and selection and role-

allocation on the other, ha:'e been high--lighted in this 

chapter. Earlier reforms in scho-oling were based on this 

understanding of education, We show that resea ''Ch studies 

belied the expectations which schooling raised. 

Chapter II discusses alternative perspective which 

focus on control as a function of schooling. The 

• 
interactionist as well as marxist perspectives are analysed. 

Social construction of knowledge, hidden curriculum as well 

as the functions that edcuation plays in reproduction are 

the important dimensions analysed. 

High-lighting the state-intervention . in th;:c domain of 

schooling, we analyse the relationship between the State and 

Schooling in the Chapter III 'STATE, IDEJLOGY AND 

SCHOOLING'. In a capitalist society, the f'--!nction that 

education plays as Ideological State Apparatus for social 

reproduction by concealing its hidden control-dimension is 

analysed. 

Fourth Chapter tries to locate the possibilities of 

sodial transformation. An at~mept has been made to analyse 

the writings of Gramsci, Mannheim and Preire, which in our 

opinion provides an understanding as to how schooling can be 

a potential instrument of social change even. within the 

rigid and persisting capitalist system. Thus, a possi~ility 
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arises that social transformation can be made an important 

task of educational activity. 

In the light of above theoretical understanding, a way 

out is suggested for bringing the desired changes in the 

social order in Chapter V DDDD tTOWARDS A PARADIGM OF ·SOCIAL 

TRANSFORMATION'. In this chapter, we try to explain the 

poss i bi Li_ties for comprehensive transformation through 

collective efforts in education. The study is not 

conclusive, rather it tries to explore the possibilities for 

social transformation through pedagogical activity. 

5 



CHAPTER-I 

SCHOOLING & SOCIETY 

tt is difficult to Visualize a society devoid of 

education. Such has been the contention of early educators 

about the indispensability of education to the society. 

Education in some form or the other has been present in 

almost Jvery society at all times. As a social institution 

education has been assigned certain functions in relation to 

both individual and society. It is supposed to help in 

transforming children into adults endowed with intellectual 

and creative abilities. The domain of education, in the 

broadest sense of the term, extends over the life-span of 

individuals beginning from the family to the life-long 

interaction of the individual with his environment. There 

is, of course, included a comparatively small but very 

important period of formal-training, i.e. schooling. This 

period of schooling tends to coincide with the formative 

phase of personality, this is the period during which 

children are susceptible to the ideas, comparatively 

vulnerable and can be moulded in the desired way. The 

..... -nafure. and context of schooling 
. . 

vary in different socio-

cultural contexts. In an industrializing and modernizing 

society, schooling as organized education has become an 

essential feature. Schools as the places of formal education 
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are seen to have an important function to perform in the 

society. This ~hapter focuses attention on the role that 

schoolin~ has been traditionally expected to ' perform. The 

relationship of education with the individual and society is 

analysed. 

Early educators expressed their concern for education 

on humanistic grounds. They thought that education would be 

socially ameliorating and personally fulfilling. Education 

was perceived as an instrument for the development of 

'reason', and 'rational existence'. It was also necessary 

for the 'realization of freedom' and the ultimate goal of 

enl igh tenmen t. Schools were seen as fertile grounds tor 

bringing about what was innate in children and for their 

complete development. Education was seen as a stimulus in a 

moral situation, where· 'will' serves as the guiding force 

(This is for instance, the Kantian concept of education). 

H.H. Horne defines education as a process, which is 'not so 

much the stimulus shaping the individual, as the individual 

responding to the stimulus' ( 1 ) It is here clear that 

innate qualities, 'will' and the development of 'reason' in 

students have primacy over other societal factors. Learning 

is also not seen as something that is forced; and 1 self-

realization' is seen as an aim of education. Individualism 

became the tone of this understanding of education. These 

educators provided a view which largely considered education 
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of individuals 1n isolation from society. Theirs was an 

idealist and humanist concept of education, where education 

was seen as a ~iberating force. They felt that the 

liberated and enlightened individual would automatic~lly 

create the desired social order. 

Among the early attempts t.o relate education with 

social contexts and economic situation was that of John 

Dewey.in the early 20th century. His work on education was 

in response to the rapidly changing social, political and 

economic climate in the wake of industrialization. Deway 

saw: 

.----living as an interactive process of 

learning, education as a proce~s to encourage and 

enhance learning ___ ,( 2 ) 

While making distinction between education in schools 

('intentional') and education in the normal course of life 

('incidental'), rrewey analysed the role and scope of 

schooling in relation to the broader social order. In his 

work 'The School and Society', (1899), the basic function of 

edtication was defined in terms of serving human needs. 

Schools, for Dewey, were n?t only important agencies for 

transmitting desired values; they were also the only means 

adult really possessed for deliberately educating the young. 
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The relationship between education and society in the 

context of the integration of the individuals with society 

was given prominence by the functionalists. This was 

largely because of their concern for the 'disequilibrium' 

that followed economic and other changestaking place in 

industrializing societies. 

THE FUNCTIONALIST PERSPECTIVE: 

Early sociologists within this tradition hence devoted 

much of their attention to the question of stability and 

maintaining equilibrium in society. For the functionalists, 

society is analogus to an' organism with interdependent parts 

working in co-Ordination for the servival of the system. 

Every part or institution of society was seen to have a 

particular function to perform; thus, it contributes to its 

functional responsibility. Radcliffe-Brown stressed the 

functional importance of the social institutions for the 

stability of the society: 

'The function of any recurrent activity. Such 

as the punishment of a crime, or a funeral 

ceremony, is the part it plays in the social 
It' 

life as a whole and therefore the con:tfibution it 
<.'' 

makes to the maintenance of the structural 

continuity'. ( 3 ) 
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Functionalists' logic follows from their concern for 

the ~continuance of society' and tmaintenance of order'. 

Functionalists believe that unless members of a society 

share at least some common sets of social norms, values and 

social goals, society cannot function and its very survival 

will be in question. For the maintenance of the social 

order what is most needed is to recruite new people for 

taking up the roles and positions of the passing-out 
• 

generation. There is needed embibing of proper values and 

adequate training to the new generation. Unlike the 

organism, whose parts are biologically programmed by the 

Nature, human behaviour is purposive, goal-oriented and has 

a conscious and moral _line of thought and action. 

Therefore, for the effective functioning of the system, 

people should be trained and prepared in such a way as to 

carry out their different roles. For that, people should be 

induced to act out their assigned roles in the society. 

Here, the concepts of ~culture' and socialization become 

important. While the internalization of values, norms and 

beliefs from generation to generation is known as the 

proceas of socialization, culture broadly refers to values 

and norms. It is through the internalization of these core 

values and norms that individuals come to terms with what is 

desirable. While the family is the place of primary 

socialization, schools are also important institution where 

internalization of values and beliefs takes place. 
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Schools are considered important social instititutions 

which are entrusted with t,he 1 function' of preparing 

children to take up their future role ln adult society. The 

major function of educational institutions is conceived as 

disseminating 1 socially worthwhile' knowledge as well as 

desir:able values to an ever-widening range of people. In 

this context, it is seen as being capable of improving their 
' . 

' 'life-styles' and 1 life-chances'. Two func~ions of schooling 

were emphasized: 

(i) 'Socialization' 

(ii) 'Selection & Role-Allocation' 

The early emphasis was on 'socialization' as the major 

function of education. Later functinalists emphasized 

'role-allocation' as the main function of 'selection' and 

education. 

Schooling and Socialization 

The process of socialization was seen as important for 

integrating youths with the society. Schools were 

considered major institutions for carrying out this 

function, This integration is seen in terms of the 

internalization of societal norms and values, whereby the 

maintenance and continuance of the existing social and moral 

or:der did not become problematic. 
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Durkheim a~ the main preponent of functionalist school 

of though~ was th~ first to look at the functi.onal 

relatio,nship between education and society. His major 

concern was with the functional integration of the 

rapidly changing industrial society. In order to avoid a 

choatic situation in the changing society, there was needed 

an agency to direct the behaviour and activities of 

individual through a regulating mechanism . Education was 
• 

seen such a regulating mechanism articulated with the moral 

and social order. 

This socialization dimension of elducation was made 

clear by Durkheim : Education is ,---

'the influence exercised by adult generation 

on those that are not yet ready to for social 

life. Its object is to arouse and ~o develop in 

the child a certain number of physical, 

intellectual and moral states which are demanded 

of him by both the political society as a whole 

and the social milieu for which he is specifically 

destined' . ( 4 ) 

Thus, the purpose of education is the methodical 

socialization of the younger generation for their smooth 

transition from home to society. Durkheim argued that the 

prime function of education was to develop the 
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potentialities of individuals not for their own sake, but 

for the sake of society. 'Collective conscience', the 

cementing force of society, gets its manifestation in the 

process of education which overcomes individual egoism 

('individual conscience'). Thus, education fulfills its 

function of maintaining and preserving social order by 

effectively incorporating and newly 'socialized' generation 

in the system . • 

This function of education as major 'socialization 

agency' was later emphasized by Talcott Parsons. Parsons 

saw the school class as a s_ocial system 'in miniature' 

According to Parsons, schools- make pass i ble the smooth 

transition of children from home to wider society. From 
.:.-.... 

'particularistic' criteria at home the child is put into the 

school, which functions on the basis of generalized criteria 

with a uniform yardstick of evaluation and treatment. This 

makes children ready to accept realively more 

'universalistic' rules and regulatia,ns as well as the 

criteria of achievement and rewards in the wider society. 

In both, Durkheim and Parsons as well, education is seen to 

have assumed the role for socializing the younger generation 

by developing a spirit of discipline at lil- very early age 
' 

when children are often amenable to new values and commands. 

Therefore, it is cl'ear here that the task of socialization 

carried out by schools in largely in order to ensure social 
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stability and harmony. While socialization has always been 

seen as an important, function of education, later theorists 

tended to place greater emphasis on the function of 

Belection and role-allocation. 

Selection and Role-Allocation 

The complex division of labour that evolved in the 

fn-d u-s t r i a l i z i n g we s t w a s s e e n t 0 r e q u i r e i n d i v i d u a 1 s 
f 

equipped with a variety of skills and knowledge. 

The role of education was considered important in that 

it could allocate persons equipped with necessary skills to 

different positions in the new- occupational structure. 

Parsons for instance looked at the school as fulfilling b6th 

functions : socialization as well as role-allocation within 

occupational structure: 

Thus, 

'--- First of how the school class functions 

to internalize in its pupils both the commitments 

and capacities for successful performance of than 

future adult roles ['socialization' function], and 

second 'Of how it functions to allocate these human 

resources within the role structure of the adult 

society ['selection' and 

function].' ( 5 ) 

'role-allocation' 

socialization and role-allocation functions of 
I 

education are linked together in the schooling situation. 
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According to Parsons, schools function on meritocratic 

principles. Schools are the places whereby individuals are 

1differentiated', 'rewarded' and 'allocated' to different 

occupational slots through equipping them with special 

skills along with the transmission of core-values. This is 

how Parsons explains the process of occupational selection. 

He believed that within the schools all children begin from 

a simllar base. However, bec~use of their differential 

mental abilities and achievements they are placed 

differentially on the social ladder. The emphasi~ is on 

meritocratic criteria. It is argued that the selection 

mechanism, 1n the process of educating, helps in seeing that 

there does not occur any wastage of talent. Therefore, 

'equality of educational opportunity' if provided across the 

cross-section of the society will give individuals chances 

to improve their social status. Parsons has been criticized 

for propagating a theory of social and cultural determinism, 

where the individual is viewed as being passive. ( 6 ) 

Other functionalists have also focussed attention on 

the selection function played by schools particularly in the 

context of the process of social mobility. Ralf Turner for 

instance looks at two kinds of social mobility One is 

sponsored mobility and the other is contest mobility. These 

mobilities are based upon sponsored an~ contested norms 

which decide the grounds of selection. Contest norms 
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provide for a more open type of mobility. In relation to 

the sponsored mobility, Halsey observes that public schools 
I 

have 1 it tle to do with mobility in the real sense of the 

term, rather they sponsor mo~ility which results in status-

differentiation. Hopper, while seeing education as an 

agency of selection, specified typologies of its ideologies 

in relation to the social structure. According to him, 

education as a selection agency simultaneously performs dual 
-~ 

functions of 'cooling out' those who are not going to get 

elite status, and of 'warming up' others so that they try 

-t-o ·attain higher positions·. For different ·classes, ···this 

selection function of education operates differently. loan 

Davies and Dennis Smith generted a debate on the selection 

. function of education. They held that there was another 

function of education apart from selection, i.e. 

'management of knowledge'. They believed that for under-

standing these functions of education it is ,necessary to 

examine the power-structures in the society. Selection and 

management of knowledge thus are decided by extra-educational 

factors. loan Davies argues that the concentration on the 

selective function of education limits a better under-

standing of the role which education plays in society: 

1 Select~ng people for jobs is one of education's 

latent function; its manifest function is the 

"management of knowledge".'(?) 
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Floud tries to relate education, selection and the 

technic~l demands of the industrialized society. She 

believes that it is through the 'reorganization' of the 

educational system that a proper relation~hip can be 

established between marketable skills provided in the 

schools and individual's chances for social mobility. She 

stresses, that an industrial economy requires a mobile 

labour force, if it is to function efficiently . • 

The relationship between individual ability, 

success or failure at school and a future position in the 

adult world can be looked as represented in th~ form of 

iiagram. 

Individual 

Attributes 

Education Ihdividual 
Outcome 
(Achievements) 

(Socialization) ... 
~ 
() 

• 0~ 
·!\.. '\1 

-----.:1 
"V 
f.-a 

t.~ 
------------~~~ -----------~? 

/ 

" 

Selection 

Expressed 
in 

Certificates 

/ 
/ 

, 
" Role-Aliocp-t'ion 

/ 

Hierarchical 
Occupational 
Positions in 
the adult 

!------:-. -'1 world . 
....__~~-

This model attempts to portray the functionalist 

understanding of the relationship between e~ucation and 
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role-allocation. It shows that children begin from a 

~imilar level while entering schools. Selection operates at 

two levesl: One, in the educational process itself; the 

other at the time of one's allocation to the occupational 

structure. It is believed that by expanding educational 

opportunities children from socially disadvantaged groups 

can get fair chances for moving to the higher-status 

occupation in pyramidical occupational structure. 
-' 

Thus, it 

is believed that selection, strictly based upon merit, 

provides one enough chances to improve upon onefs parental 

status. Here, merit is consider~d to be a determinant of 

social mobility. Education here is seen as important for 

social mobility and thus for social change. 

RISING SKEPTICISM 

The optimism of the functionalists regarding the role 

that education could play in bringing about change was not 

reflected in actual practice. Much of the criticism in this 

context came from within the liberal-functional tradition 

itself and was based on evidence from research studies. For 

instance, no direct correspondence ~as found between 

education and the economic structure as was emphasised by 

analysing relevant dat~. Randall Collins shows that 

education cannot be seen as the sole determinant of one's 

economic position.(S) On the other hand he suggests that 
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the r1se in the educational qualificatiqns required for 

occupations was because of the restrictive practices (by 

status-groups) that were employed to prevent easy entry into 

occupations particularly those offered prestige and status. 

Schooling was not found to narrow - down differeqces in 

'cognitive ability scores' between different racial 

groupings, which remained largely unchanged even after 

~imila~·schooling.( 9 ) Very few measures of formal education 

were found to resuit in subsequent changes in tbe 

individual's occupational status and income level. (lO) 

Schooling was also found to be a correlate of one's social 

origin rather than the determinant of one~s success.(ll) In 

other words, it was suggested that education tended to 

further rather ·than to reduc~ the degree of social 

stratification. 

The role which education played to bring about social 

change thus carne under severe critic ism. While the very 

efficacy of the criteria of merit was under question, the 

emphasis on meritocratic criteria by functionalists leads M. 

Young to the conclusion that a society based on meritocracy 

would give rise to 'social stratification as int~nse and as 

potentially devisive as the ~ocial inequality of a rigid 

class-based society'.(lZ) The functionalists were also 

cri~icised for giving the impression that education merely 

pr?duces an 'over-socialized' mass. In this, the individual 

19 



was considered as passive and being shaped and rnoulded by 

social forces and social context. Creativity of man was 

underplayed as this over-socialized man is seen to be 

inducted into the normative social order by powerful 

socializing agencies. (l3) 

On the other hand a growing body of research 

particularly in the 70s ·tended to emphasize the role 
• 

schooling played in maintaining ~ocial control and thereby 

reproducing the inequitable social order. The following 

chapter deals with the theme of schooling and social 

control, and focuses on two perspectives in this context. 

The micro-intractionist and the macro-structural 

-=, perspectives. 
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CHAPTER -II 

SCHOOLING, SOCIAL CONTROL AND REPRODUCTION 

In late 60s and early 70s criticism of structural­

functional position of education forwarded an understanding 

·of··schooling as performing •functions ••that ·were- starkiy· 

opposed to those publicized. As the 'liberal school-reform 

balloon ~b_urst' (1), criticism mounted. This criticism was 

broadly of two kinds. Some felt that the functionalist 

perception of an over-socialized mass of pupils did not 

correspond to reality. The interactionist perspective was 

used to portray students as act;ive adgents capable of 

constructing meanings and of defining situations in the 

·course of interaction, Others maintained that instead of 

bringing about mobility and social change school was used as 

an instrument of social control an<;l reproduction. Radical 

criticism of schoolin~ suggests that schooling does nbthing 

to bridge inequalities. Rather, it serves to perpetuate the 

social order and to legitimate inequalities through the 

'ostensibly meritocratic manner by which lthey reHard' ( 2 ), 

in the educational system and firtally in the wider sobiety. 

Thus, in this way it functions for the 'reprod4ction ot the 

social relations', 

In what follows we first discuss the interactionist 

perspective and the way in which it has been used in the 
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sociology of education. We then, look q.t the role of 

education in maintaining control and reproducing the social 

and ecDnomic str~cture. While the former perspective is 

usually seen as the 'micro' approach in terms of its focus, 

the latter is usually referred to as the 'macro structural' 

approach. 

THE INTERACTIONIST PERSPECTIVE 

For interactionists, the world out there 1s not fixed 

and given to individuals, but is constructed by them by 

using the clues given to them and interpreted in the light 

of their previous experiences. Thus, their interdction with 

others is based o~ interpretations of signs, .gestu/es, 

symbols and words those are commonly shared. It becomes 

clear here that interaction is a dynamic process involving 

continuous interpretation and negotiation by social actor~. 

It involves self-conception, perception about others. 

'working consensus' of meanings and negotiated definitons of 

situations. In thi~ way social realities a~p actively 

constructed by indiviuduals through interaction with others 

and with the environment. Phenomenologists argue for 

reconstruction of the 'taken-for-granted' meanings of social 

realities and redefinition of social situations. 

Ethnomethodologists, like interactionists and 

phenomenologists, are also concerned with the actors, 
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construction of social world. But, they are interested in 

understanding the methods, the practical activities and 

procedures which actors use to make the world intelligible. 

The social construction of reality involves 

'bracketing. ( 3 ) of taken-for-granted everyday knowledge, re-

examination and reconstruction of meaning, redefinition of 

social situations and sharing of these through negotiations. 

SOCIAL CONSTRUCTION OF EDUCATIONAL REALITY 

In the classroom situation the interaction between 

teachers and pupils is instrumental in construction of 

meani.ngs, in defining the situation and in the process of 

construction of knowledge. Research influenced by 

international approach focuses on the internal working of 

the educational system. The meanings constructed by the 

participants of education - teachers and pupils - are 'as 

valid on area of study as examination results,,( 4 ) 

Hargreaves applies interactionist approach to the 

classroom situation. There exists a state of 'concord' on 

'discord~ depending upon the congruence or difference in the 

defintions, aims and goals of techers and pupils. He finds 

classroom in a state of 'pseudo-concord' in which students 

also have some power to resist the imposition of teacher's 

definiton of situation. Thus, there exists a state of 
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nego~iation which results in the development of shared 

understanding in a reasonably ordered classroom. It is here 

suggested that the classroom situation is of conflict, in 

which students and teachers both try to impose their 

definitions of situation on pne-another. In abhieving their 

separate goals both use different technniqu~s or strategies. 

Micheal F.D. Young in tKnowledge and ControJ' (1971), 

used phenomenological perspective and tried to suggests new 

problematics in the educational research by way of suspen-

ding the taken-for-granted concepts in schooling. In this, 

content of knowledge and curriculum was considered as a 

problem to be investigated. This heralded 'new directions' 

in the socio~ogy of education. Rather than seeing knowlege 

as objective and 'taken-for-granted' or as merely something 

to be transmitted to the pupils in the form of readymade 

knowledge, the new sociology of education looks at the 

social and cultural context of knowlege. For knowledge is 

tobe considreed as the product of social and cultural 

context, all knowledge including educational knowledge 

depends on the shared meanings of human subjects. In this 
• 

context, Young says : 

'For ordinary discourse, in philosophy nr 

science or every day communication, or inter-

actions in a lessbn between teacher and pupils, 
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these shared meanings are taken for granted as 
I ' ~ 

sets of unquestioned assumptions; ... '\ 0
) 

Domain of new sociology of education is defind by 

problemati.cs which was char~cterised by a series of 

questions 

.:.~-". 

What counts as school knwoeldge? 

-
How is school knowledge organized? 

··-· . -· 
What are the underlying codes that structure such 

knowledge? 

How 1s what counts as school knowledge transmitted? 

How is access to such knowiedge determined? 

What kind of cultural system does school 

acknowledge? 

Whose interest are served by production and 

legitimation of school knwoedge?'( 6 ) 

CONSTRUCTION AND MANAGEMENT OF SCHOOL KNOWLEDGE 
.. 

t:' 

Phenomenologists of education have taken up the 

question·of curriculum in relation to classroom processes of/ 

knolwedge construction [YOUNG, (1971); BERNSTEIN,(1967); 

NELL KEDDIE, (1971) etc]. They were concerned not only with 

the way knowledge was constructed in the classroom but also 

with the way in which factors outside the school affected 

the curricular content. According to Young, educational 
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knolwedge is structred or curriculum is organized through 

'social approval'. While exploring the question of 'who 

gives approval?' and 'how is it done?', Young say that this 

social approval is guided by poli tial considerations. 

According to him, those in the positions of power attempt to 

define what is taken as knowledge and try to impose it on 

others. In doing this, t~ey define their concept of 

knowledge as superior and try to legitimize it by making it 

the knowledge to be imparted 1n school and also by mea~uring 

.educational success in terms of it. Thus, their concept of 

knowledge 1s institutionalized and legitimized thvough 

insitutions of education. Young' tries to look into the 

mechanism through which this approval (or impositionj is 

actually achieved. He finds it essential to explore 

1 relations between the power-structure and 

curricula, the access to knowledge and opportuni­

ties _to legitimize it as "superior", and the 

relation bewteen knowledge and its function in 

different kinds of society.' ( 7 ) 

This framework provides an insight in' the ways in which 

the power-structure outside the educational system 

penetrates and shapes ~he the organization of knowledge and 

social practics within it. This further create conditions 

for its continuance. Sin c ~ , e ducat i on a 1 'know 1 edge, i s 
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socially approved, it is defined at a different level than 

at the level of s~hooling only. One subtle examle of it is 

the pre-pac~aged curriculum which is designed outside the 

educational process. Curricula, as designed outside the 

school by the interests other than purely academic, also 

undermines the role of teacher as an intellectual. Teacher 

as an intellectual conceputalizes, designs and implements .. 
learning experi~nces suited to the classroom situation. 

Providing teachers with rigid curriculum and pre-packaged 

material is seen as an attempt to 'deskill' teachers. 

According to Micheal Apple : 

'Skills that teachers used 'to need, that were 

deemed -essential DDDD such as curriculum 

deliberation and planning are no loger 

necessary. With the large-scale influx of 

"prepackaged" material, planning is done at the 

level of production of both the rules for the use 

of the material and the material itself. The 

execution is carried out by the teacher. In the 

what were previously considered valuable skills 

slowly atrophy because they are less often 

required. ,(S) 

Management of knowledge becomes the task of schooling. 

In the schooling situation a distinction is made between 
oQ 
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cla'ssroom knowledge and commonsense knowledge. Nell Keddie 

perceives it in terms of a hierarchy of conceptions of 

knowledge. The teacher's conceptions of 'knolwedge' and 

'ability' determine how they rank and categorize 

.students. ( 9 ) This hierarchical conception of knowledge 

seems to forward the notion of hierarchical levels of 

personal worth. Therefore, it can be potential source of 
- f -

legitimating inequalities. Nash recognized this dimension 

of schooling 

'There is a sense, therefore, 1n which it can 

be said that schools teach hierarchical levesl of 

personal worth more successfully than anything 

else . ,. ( 1 0 ) 

In- this way, the new sociology of education portrays 

schooling experience as social constructions embodying 

social, ethical and political ·interests. What is emphasized 

is .that the 'underlying code_s' ( 11 ), which constitute the 

reali~y of schooling, should be questioned rather than 

. merely be transmitted. 

THE HIDDEN CURRICULUM 

Questioning the underlying codes and content of 

curriculum revealed a new dimension of curriculum which was 

found repressive. Apart from the formally laid-down event 
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curriculum which is explicit in its content, there also 

exists a 'hidden curriculum', which goes with the package. 

--Th-~--- ---; f~~m' ( 12 ) of schooling is more powerful than the 

'content' (or the explicit curriculum) for the maintenance 

'of the established order. And, it is the hidden curriculum 

which defines and structures the 'form' of schooling. Hidden 

curriculum is believed to convey a message of obedience, 

survile and unrebellious attitude towards the existing 

system. Roger Dale acknowleges that 

'Of central importance in hidden curriculum 

1s the authority-structure of schooling. 

Specifically, the hierarchical nature of both 

structure and the process of schooling carries 

lessons of subordinacy and hierarchy which are 

essential to the potential· worker in an industry 

or a bureaucracy.'(l 3 ) 

The hiddenness of hidden curriculum makes its 

functioning efficients without making the purpose public. E. 

Vallace used the term hidden curriculum to 'refer to those 

non-academic but educationally significant consequences of 

schooling that occur systematically but are not made 

explicit at any level of the public rationales for 

education'(l 4 ). Hidden curriculum operates through false 

values, myths and beliefs. Iv~n Illich makes this clear: 
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'Everywhere the hidden curriculum of 

schooling i_nitiates the citizen to the myth that 

bureaucracies guided by scientific knowledge are 

efficient and benevolent. Everywhere this same 

curriculum instils in the pupil the myth that 

increased production will provide a better life. 

And, everywhere it develops the habit of self-

defeating consumption of services and alienating 

production, the tolerance Tor institutional 

dependence, and the 'recognition 

rankings. ,( 15 ) 

of institutional 

·-·- Hidden cirriculum is not always considered hidden. 

--Eg-glest-on --says that hidden curriculum is ·rrot·-always ·cove-rt··· 

practices with latent purpos:~, rather it is intended and 

-c.onsciously obvious in its functioning. He rules out the 

pass i bi li ty of its hiddenness: 'hidden curriculum is only 

hidden, if at all, to the teachers; it is clearly visible to 

the students 1 (lS), and he further addes that the hidden 

curriculum 'identifies the students with '"their place" in 

the social system, brings them into compliance with its 

norms and values and with the structures and sanctions with 

which they are imposed. ,( 17 ) 

Whatever be its real nature, whether hidden or visible, 

the curriculum explicates the repressive nature of 
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schooling. The very way of transmission of knowledge also 

high-lights the hierarchical relationship within the 

classroom. This presents a picture of schooling as the 

pro9ess of impositon of knowledg~, meaning and desired 

behaviour upon the students. In this way schooling is seen 

to serve as a mechanism of control through its hidden 

curriculum and the way of teaching. Hidden curriculum 

refers broadly 

schooling. ,(lB) 

1 to the social control function of 

SCHOOLING AS A MECHANISM FOR SOCIAL CONTROL 

Schooling as an effective instituion for social control 

was recognized by the early functionalists themselves. 

Their emphasis on socialization was primarily to ensure that 

the individual conform the the social and moral order. What 

is important is that the social and moral or~er was seen as 

desirable. Functionalist perceived education as a social 

means through which a society ensured its own survival by 

_th.e- production of moral and social beings--in conseusus, -

which was conceived as the ultimate social end. For 

Durkheim, such control was a social pre-requisite for the 

generation of 1 conscience collective' and for the 

maintenance and perpetuation of the social and mbral order. 

Using the interactionist perspective, the new 

sociologists of education perceive schooling as essentially 
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repressive in nature reflecting power-relations inside as 

well as outside the schools. This, according to them, is 

because the interests, utility and meanings which children 

experience are subject to the requirements of soci2ty. The 

social relations within the schooling situation is one of 

control. For instance, as Rciger Dale says : 

'Education came to be recorded as "an 

investement in social control" through Hhich th-e 

values of responsibility, respect for the politial 

order and "desirable" morale codes could be 

inculcated. ,(l 9 ) 

As descussed earlier, Socially-approved knO\,-ledge is 

imposed upon students at first to contain their recalcitrant 

attitude and finally to integrate the& with the social 

order. Social control and social needs are linked through 

the necessity of imposing knowledge and socially desirable 

values upon individuals. This imposition of meanings and 

knowledge upon the students is identified as the social 

co~trol function of schooling.(ZO) Willard Waller identifies 

this dimension of schooling : 

'Education ..... is the art of imposing upon 

the young the definitions of situation curren~ 

and accepted in the group which maintains the 

schools. The school is thus a gigantic agency of 

social control.'(21) 
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It is significant that historians of educatiort have 

overlooked the repressive nature of educational system by 

presenting history as ever progressive. C. Karier makes the 

following observations in the Ameri~al context : 

.. the bloody violence and the act of 

repression committed against minority groups were 

not part of the mainstream of Ariter ican his tory. 

In a similar vein, expansion of schooling for the 

masses was usually viewed as a progressive step 

forward, one genera ted by humanitarian motives. 

The possibility that the school was in fact a 

vehicle of control and repression escaped 

analysis.'( 22 ) 

Relationships of authority and c9ntrol within the 

schools have also been analysed 1n the context of the social 

relations of the work place. In a detailed study of 

schooling and capitalism Bo~les and Gintis comrn2nt 

.. the relationship of authority and 

control betwen administrators and teachers, 

teachers and students, students and students, 

students and their work replicate the 

hierarchical division of labour which dominates 

the work-place. Power is organized along vertical 

lines of authority from administration to faculty 
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to student body; students have a degree of control 

over their curriculum comparable to that of the 

worker over the content of his job,,( 23 ) 

Since, relations of authority within the classroom and 

organization of school knowledge are socially constructed 

and organized, and are structured by social forces. Hence, 

they cannot be wished away merely by some sort of 'counter-

cultural rebellion' alone. Therefore, anay change in social 

relations within the educational system or in educational 

knowledge suggests the need for changes in society at large, 

i.e. the social and economic structure. Among the main 

criticisms levelled against new sociologists of education 

is that they remained mostly pre-occupied with the study of 

constructing' knowledge as a resul L of creative process of 

interaction in the classroom itself. However, it must he 

acknowledged that some believed that the classroom could not 

be seen in isolation from society, i.e. they recognized the 

need to take both (micro' as w~ll as 'macro' approaches. For 

instance, Sharp and Green have attmepted to real te 

educational reality to the wider social reality. The note : 

' ... the social world is structured not merely 

by language,and meaning but by the modes and 

forces of material production and the system of 

domination which is telated in some way tornalerial 

reality and its control.' (24) 
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The control which new sociolgists of education talked 

about was not a merely coercive and physical control. 

R~ther, this control was found tobe operating in the sphere 
I 

of culture, for instance 'symbolic violence' ( 25 ) c.oncealed 

in the cultural dominance. 

Social control is thus believed to be functioning for 

the maintenance or perpetuation of social and moral order. 

SCHOOLING AND REPRODUCTION OF SOCIAL RELATIONS 

Underlying the emphasis on social control is- the 

assumption of the necessity for stability·,_ equilibrium and 

hence perpetuation of the stat~s 4uo and the role of 

schooling, in this context .. However, there has been in 

recent years an emphasis on the school's role not merely in 

social control, but in the actual reproduction of social 

r,elations. The reproductive nature af schools can be seen 

operating at two levels: One, at the leVel of providing 

knowledge and skills needed for economic activities, in the 

labour force : Second, at the level of culture, by providing 

cultural knowlege, values, language and style as the domain 

of dominant culture. 

In macro-structural perspective, schooling is seen as 

activel reproducing the pattern of domination in socioety. 

The two dimensions of reproduction that have been focussed 

upon are qultural reproduction and social reproduction : 
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I. Cultural Reproduction 

II. Social Reporduction 

In the former, the role of education in the trans~ision 

of cultural values and traditions, thereby reproducing 

class-relations, becomes important. The concept of 

lcultural capital' is highlighted. The main theorist whose 

work has been cited in this context is Bourdieu. In the 

latter, while analysing social reproduction the attmept has 

been to see the manner in which schooling creates conditions 

for the perpetuation of social relations of economic life, 

'by facilitating a smocith integration of youth into the 

labour force.'(ZG) Here, the work of Bowles and Gintis has 

been considered m~st important. 

SCHOOLING AND CULTURAL REPRODUCTION 

The reproduction of the structure of power-relations 

and symbolic relationships between social classes has been 

seen as the main function of educational system by Bourdieu 

and Passeron.(Z?), It is seen ~s achieved through the 

reprod~ctiuon of the distribution-strcuture of cultural 

capi~al. By cultural capital, it is meant that the 
i 

accumulated culture of the ealier generations is passed on 

to the next generation in the form of values. and life-style. 

This provides the 'instruments of appropriation' to the 

young generatioh. And, through these instruments of 
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appropriation ~hey are able to decipher the codes peculiar 

to the deminant culture, for instance langu~ge, customs, 

-3t~facts and status etc. Thus, a particular class comes to 

1ve its monopoly on the cul tut·al capital or an exclusive 

ultur~ which remains unavailable to the common men. 

Jurdieu refers to education as pedafogic action, which 

1cilitates the i~culcation of the dominant culture -- more 

erfectly in the cases of those who already posses 

nstruments of appropriation. However, while culture 

?pears to be available to everyone in the society, it is 

tilized more by the possessors of these instrument~ of 

ppropriation. Bourdieu argues that schools, though 

Jerating on an apparently impartial and formally equitable 

recedures, serve both to perpetuate and to iegitimatise 

1equali ties 

awarding allegedly impartial 

qualifications (which are largely accepted as 

such) for socially conditioned aptitudes which it 

treat as' unequal gifts, it transforms de facto 

inequalities into de jure ones, and economic and 

social differences into distinctions of quality, 

and legitimates the transmission {)f cultural 

heritage. ,( 28 ) 
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This process of cultural reproduction operates on two 

,levels One, at the institutional level; other, at the 

level of personality (subjective level). Bourd:leu clarifies 

it through the concepts of 'habitat'(Z 9 ) and 'habitus'< 30 ). 

The first defines the social practices of social institution 

and its institutional aspects - like in schools, building, 

books, cu~.toms, laws, time-table etc. constitute the realm 

of habitat. 'Habitus' is situated in the realm of 

unconscious and is constituted of perceptions, throughts and 

conse'quent actions. Habitus defines individual's 

personality disposition. An meaningful interplay between 

habitat and habitus determines the process of socialization 

' in the process of schooling. Thus, this socilizatiop does 

not stop at cultural socializatio~ only, it is not only 

intellectual 'but also emoti6nal, sensory and physical. ,( 3 l) 

The messages, which form part of this pr :cess of 

socialization, go beyond the realm of consciousness and 

become a part of unconscious; In this manner, they become a 

part of Qne's personality disposition. 

Thus, Bourdieu and Passeron analyse the cultural 

reproduction function of schooling through the differential 

distribution of cult~ral capiial and the cover~ exercise of 

'symbolic violence'. But, in doing so, they seemed to have 

embraced the extreme of cultural determinism. They have 

also overlooked the complexities involved in the class-
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relationship~-like conflict, struggle, counter-culture and 

r e si s tan c e o n t h e p a r t o f t h e do m i n a t e d and t h e 

incorporationp accomodation along with control and coercion 

on the part of dominant class. 

SCHOOLING AND THE SOCIAL REPRODUCTION 

The analysis of Bourdieu excludes all the important 

economic and political factors deciding important policies 

in edcuation. Raymond Willia~s finds these factors as 

influencing the domain of culture itself, behaviour and 

organ~za tion of knowledge. Thus, transposition of economic 

and political factors on the socio-cultural entity is 

recognised as : 

'The pattern o.f meanings and values through 

which people conduct their whole lives can ~e seen 

for a time as autonomous ahd as evolving within 

its own terms, but it is quite unreal, ultimately, 

to separate this patte:.t;·n from a precise political 

and economic system, which can extend its 

influence into the most unexpected regions of 

feeling and behaviour. The common prescription of 

education, as the key to change, ignores the fact 

that the form and content of education ~~e 

affected, and in some cases determined, by the 
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actual systems of [political], decision and 

[economic] maintenance.' 32 

Thus, economic and political-structures have important 

bearings on education. While answering the same question -

'whit functions do schools perform in the society?', Bowles 

and Gintis recognized the relationship between power and 
' 

on the one hand and between economy and schooling on the 

other. They believe that the educati6nal system has a 

necessary 1 ink with the ecohomic sys tern: 1 the fundamental 

function of education being to serve the economy. ,( 33 ) This 

link between economy and schooling remains at the core of 

their analysis. They Lry to establish 'a prima facie case 

for the importance of econpmic structure as a major 

determinant of educational structure',( 34 ) however they. 

rule out the possibility of simplistic relationship bet~een 

the two. They recognized blass-based capitalist economic 

system tAt the Root 6f The Problem' (Chapter-3 in 'Schooling 

in Capitalist America'). 

In Capitalist system, employer subordinates the 

iriterests of the workers and has the control of the 

production situation. Thus, it maintains a 'hierarchical' 

relations of production in the wage-labour system under 

capitalism. Such unequal relationships and unequal 

ownership of the means of production an~ the control over it 
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by owners 'give rise to the relations of dominance and 

subordinacy within the confines of the capitalist 

enterprise.'( 35 ) To maintain permanent control over the 

otherwise recalcitrant working class, the dominance of 

capitalists is mairitained in various ways as 'the result of 

explicit mechanism consi tuted to maintain and extend the 

dominant patterns of power and privilege,,( 36 ) 'The sum 

total of these mechanisms and their actions' is called as 

'the reproduction process' by Bowles and Gintis.( 37 ) 

'The educational system is an integral 

element in the reproduction of the prevailing 

class structure. the experience of work and 

the nature of the class-structure are the bases 

upon which educational values are formed, social 

justice is assessed ... ! •• ' ( 38) 

It is believed that education cannot be a force of 

social change promotions equality and social justice. 

Rather, edcuational system re~roduces the capitalist system 

of economic realtions and creates conditions for its 

perpetuation. Schooling, according to Bowles and Gintis has 

not been able to fill up the dislocations caused by 

capitalism in the society. They show how paradoxical it is 

that education has been provided with the task of ensuring 

equality and justice within capitalist system which itself 
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is based upon the class-rel~.tions of unequal distributi6n of 

wealth and access to power and privileges. 

Bowles and Gintis s~y that the reproduction p~ocess 

involves two things One, a proper justification for this 

particular social order; and, two, a hierarchical division 

of labour to ensure that working-class could never exhibit a 

solidarity, which otherwise could prove a potential danger 

to the interests of the owners. 

'The chos~n structure of social relationships 

is the hierarchical division of labour and 

bureaucratic authority of corporate enterprise. 

The system of stratification is by race, sex, 

education and social class, which often succeeds 

admirably in reducing the creative power and 

~olidarity of workers. ,(39) 

This social order is justified on the ground of 

'technocratic-meritocratic 1 principle - a principle on which 

·functionalist understanding of social order is based. 

According to this principle : 

'Earning reflects eConomic productivity. In a 

technolgically advanced society, an individual's 

economic productivity depends partly on the level 

of cognitive skills he or she has attained. Each 
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year of educati~~ increases cognitive skill 

levels, thus indirectly leading to higher 

income.'( 40) 

This is precisely how class rerations and power 

relations. are reproduced. 'IQism' ( 41 ) present a camouflage 

to it through creating a justifi~d picture of an unjust 

order. Education perfectly fits in this picture by playing 

dual role. On the one hand, education legitimizes the 

class-structure and prevailing inequalities by creating a 

myth that it is the ability or one's skills on which one's 

real success rests. Economic success of individual is 

determined by his merit, his possession of cognitive skills 

or. broadly the number of years in schools. On the other 

hand, it prepares individuals' for their future productive 

roles by providing different skills and by socializing them 

in such a way so that they cannot prove to be a danger to 

the system, rather they are more likely to accept the values 

·and conditons of the system as justified. The socialization 

function of education is thus one of shaping the 

'consciousness' of the future workers : 

- - -~--" '..... -
1s clear that the consciousness of the 

workers --- beliefs, values, self-concepts, types 

of solidarity and fragmentation, as well as modes 

of personal behaviour and development are 

44 



integral to the -r~:::petuation, validation and 

smooth operation of economic institutions. The 

reproduction of social relations of production 

depends on the reproduction of consciousness. ,( 4Z} 

The politics of educational knowledge here becomes 

explicit. It is not because society needs personnels 

endowed with such defind knowledget rather the main 

intention is to maintain.the established order and to ensure 

that the power and privileges in the society stay with the 

dominant class. 

The relationship between the educational system and 

social (including cultutal) reproduction has been discussed 

above. It is however necessary to ex;plore the manner 1n 

which the reproduction of the social relations between 

classes actually take place and how schooling acts as an 

instrument for this purpose. While there has been 
-------- --~-~------~~--

references to power-structure, dominance etc. it is 

surprising that the role of the state· has been relatively 

neglected. This is significant because of the increasing 

intervention of the state in the sphere of schooling 

especially in recent decades. The relationship between 

state and schooling hence becomes pertinent in the context 

of domination and reproduction. This has been discussed in 

the next chapter. 
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CHAPTER III 

STATE, IDEOLOGY & SCHOOLING 

So far, we examined the role which education plays as a 

mechanism of control and production. We now raise this 

question of (why and how this is done?'. If we look into 

the history of mass-schooling which is very much a 

nineteenth century development, we find that it ~valved 

along with the industrial revolution. The formative phase 

of mas~-schooling was of Monitorial school movement in the 

early 19th century, this finally culiminated in public 

compulsory day schooling in 1870s & 1880s. These monitoria~ 

schools came into being possibly because of the newly 

evolving ethos accompanying industrial revolution. This 

demanded better trained, disciplined and skilled manpower in 

the new type of ecoomic activities. Through this monitorial 

system, it was expected to educate a large number of pupils 

with a very small cadre of teachers. Probably, it was 

designed to achieve a quick and cost-effective system. 

Subsequently, efforts were made to make education more 

meaningful and available to everyone in the society. On the 

one hand, intellectuals and phiosophers put a premium on 

education as a device creating I enlightened individuals 
. ' 

as 

well as to achieve social mobility. On the othi:::r· 1 there 

was a growing popular demand for extension and reform in 

the existing puolic provisons. Thus, Lhe world of mass 
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schooling was shaped not only by capital but importantly 

enough by 'lesser known socialist, populists, feminists, 

liberals, and other forgotten citizens', ( 1 ) in the wake of 

popular demand for general ameliorative type of educational 

policy. 

The combination of educational demands and 

philanthropic activities mounted the pressure on the British 

state to pass Forster's Education Act of 1870, which made 

public day schooling compulsory. The popular moment 

continued for free compulsory education, for a secular 

curriculum and for the extension of educational 

opportunities. And, years followed saw successive extension 

of state education. The intervention of the state was part 

of the expansion of capitalist economy industrialization, 

mass-scale p:i·oduction and subsequent size in co.nsurmerism 

the state became more active and started intervewing in the 

prbcess of regulating the structtire of economic production 

and distribution. Thus, state assumed a ~ole for generating 

;favourable conditions for greater accumulation of capital. 

Before moving on to explain how the state really comes 

in, we will look at the the meaning of the 'state'. We go 

on to analyse the role of the 1 state' in the process of 

education. 
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THE STATE. CAPITALIST AND WELFARE 

It is difficult i-~ diffieHl--t to give a general 

defintion to the concept 1 state'. The true nature of the 

state can be understood not in terms of a concrete 

definition but in terms of the role which it piays in the 

dynamics of social processes. Here, it should be clarified 

that the 'state' as a concept should not be confused, which 

it often · is, with the government. tGovernmen t is the mast 

visible, and agruab].y the most important and the most 

active, part of the state but it is not the whole of the 

s tat ~ ' . ( 2 ) . Roger D a 1 e r e c, o gn i z e d s t a t e a s ' a s e t o f 

publicly financed institutions .... with one branch (as) the 

governtnent.'( 3 ) 

__________ ':l'_here are two ways in which 'state.' has _been looked at 

Marxists and Liberals see the state differently. Liberals 

see the state as a governing body 'within-but-above' the 

society. In this view, state is almost confined to the 

government. State is here conceived as a balancin~ mechanism 

which is neutral and fulfills everyone's interests 

providing 'a set of common social goods- defense, education, 

law enforcement td a sizeable majority of the society',( 4 ) 

Liberal view of the state is of welfare oriented guardian 

state looking after the masses for their general well being. 

However, marxist definition of the state is claimed to 

be much broader and covers the state and the instruments in 
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the possession of the state (i.e., the state apparatuses). 

Marxist theory of state claims to take all comprehensive 

structure of society and the processes within into 

consideration. State is have essentially seen as tied with 

the class-structure and dominance-pattern in the socioety 

and as serving the interests of the capital. This c no-

neutral' state is inevitable in the capitalist society, so 

is recognized by Marx : 

'The state is nothing more than the form of 

organization which bourgeo is necessarily adopt 

in the form in which individuals of ruling 

class assests their common interests. ,( 5 ) 

Marxist's claim to provide a sui table account of the 

relationship of politics and ·economy and their bearings on 

other spheres in the society. 

THE 'WELFARE STATE' 

The welfare state is essentially seen as a benign stat~ 

setting out to serve the best interests of its citizens. It 

is seen as doing away with the worst execess and 

dislocations caused by prevailing capitalism. Thus the 

state intervention in every sphere of life is justified in 

terms of looking after the social processes of production 

and distribution of social goods to ensure their 

availability to everyone in the society. Whatever the state 
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does,_ from this per spec ti ve is seen providing 1 state care 

from cradle to grave;,( 6 ) According to T.H. Marshall, if on 

the one hand the welfare ~tate guarantees individual 

freedom and equality of opportunity and far justice, it :Ls 

on the other a 'responsible promoter and gardian of tbe 

welfare of the whole community.'(?). Thus the welrare state 

can be seen as a form of 'social engineering' and a way of 

meeting ~he concrete needs in the sdciety. 

Ideology of democratic pluralism also advocates the 

state intervention in the form of a guardian agency to take 

care of everybody's interests in democratic society without 

ref~rring to the mode of production predominant in the 

society. It is here assumed that the power is 'dispressed' 

uniformly throughout the society and nobody can have too 

m,uch of it. The state is conceived as an independent or 

neutral entity which uses to compromise betwen conflicting 

interests leading to everybody's satisfa~tion. Thus, ~n 

pluralist democracy 'in the end everybody including those, 
I 

at t~e end of the queue, ·gets served'(B) alongwith the 
i 

pe~ception of the state as a welfare one goes ~ certain 

understanding of education policy. F~r instance, here the 

ideas of 'equality of opportunity and justice' and 'mass-

schooling' are brought in to see that the wastage of talent 

does not occur and that an, increasing number of people are 

able to improve their socio-economic status and are ~ocially 

mobile. Similarly, pluralist see education as the political 
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socialisation through which the citizens acquir~ political 

culture alongwith rational norms and values. 

This approach to the understanding of the state 

intervention has a major draw-back in that it accept!'3 the 

existing econonnc and social inequalities as rational 

without questioning it. Basically, how so ever much the 

policies of welfare state may represent concessions wrung 

from capital, it does not do away with the fundamental 

concept of inequality. Radicals express their skepticism 

that the welfare state has humanized capitalism but not 

changed it. Even the growth of 1 nationalization' of private 

sector has meant that the state has taken over the weaker 

industries under its control to run them on capitalist 

lines. The liberal contention that there is no conceptual 

conflict between the class structure and the achievement of 

what Adam Smith calls 1 the greatest good for the greatest 

number' dbes not stand valid. We have already discussed the 

criticism levelled against the pluralist view of the role of 

education, in altering the attitudes of individuals in 

accordance with the political culture and, thus, in changing 

their positions 1n economic, political and social 

structures, holds true if an only .if individuals show their 

Allegiance to some interest group or pressure group. 

However, this doe$ not explain the continuation of the 

same unequal order and the repressive nature of social 
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relations. Marxists try to look at this aspect by enquiring 

into the relationship of economy and policy, 

The State and Capitalism: 

Marxists view the state essentially within the context 

of capitalism. State is an important characteristic of 

capitalism. In capitalist society, all-purvasive nature of 

the state is recognized by Karl Marx: 

'The state enmeshes, coritrols 1 regulates, 

supervises and regiments civil society fr~mthe 

most all embracing expressions down to its most 

i .n s i g n i fica n t motions , from i t s m o s t genera 1 

models of existence to the private life of 

individuals. ,(9) 

Relationship of state and capitalism gets its full 

manifestations in the advanced stage 6f capitalism, i.e. the 

'state monopoly capitalism'. This stage is marked by the 

predominance of an all-powerful state intervening in every 

sphere of life. This linkages between state and capitalism 

has been looked upon in two ways: the 'state in capitalis~', 

and the capitalist state. (lO) These two views examine the 

following questions: How is the economic power of the 

-dominant class translated to the state power?, and How far 

is the state an instrument for the furtherance of their 

interests? 
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In the 'State in Capitalism~, view, the state is 

conceived as an external and' independent entity [I1iliband, 

Poulantzas] . Niliband shows that the state is controlled by 

th'e capitalist class (directly as well as indirectly, 

through active participation and through links ~vi th those 

who occupy power positions within the state. This 

instrumentality of capitalist relations of production in 

translating economic power into political power is important 

-----in--ar-ticulating interests of capital-· in the mechanism ·of--the-

state. Nicos Poulantazas argues that the -state functio1~s 

for maintaining the conditions for the perpetvation of 

capitalist relations of production fulfilling the structural 

requirements of capital accumulatiou. 

clear here: 

His posi~ion becomes 

'What the state protects and sanctions is a 

set of rules and social relations which are 

presupposed by the class-rule of the capitalist 

class. The state does not defend the interests of 

one class but the common interest of all members 

of a capitalist society.'(ll) 

In doing so, the state exercises and imposes its power 

through the production of 'knowledge', and through defining 

the 'truth' about education. Poulantazas says that this 

relationship of power, knowledge and education is inscribed 

in the texture of the state and ultimately gets manifested 

in monopolistic knowledge from which popular ma~ses are 
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eventually excluded. And, this works in separating 

knowledge from manual work and popular consumption. 

State's 'intell~ctuals' and 'experts' function in 

accordance with state policies. 

On similar line~, Goran ~herborn stresses ·th~t the 

class-character of the state is expressed through the 

'societal conten-t of the actions of the state'(l 2 ) rather 

than in from what class come the various members of the 

state institutions. 

While taking 'capitalist state' view, J. Holloway and 

Sol Picciotto argue that the functions of a state 

institution (whether law-courts, the police, or the school) 

are directed for the perpetuation of 'capital relation. ,(l 3 ) 

They put forward an understanding of the state as a form of 

the capital relation which penetrates 1n all social 

institutions stamping them with coutradiction. Thus, in 

_ ···--··-·-···e.:v_ery_sphere of social activity, economic_. and poli tLcal 

interests of dominant class tell upon the policies of the 

state. The state does the favour to economically dominant­

class even in the spheres of education, culture etc. 

STATE INTERVENTION IN EDUCATION: 

As has been discussed earlier, ·the schools have been 

shown to work for capital accumulation by establishing the 

conditions for it. Here, the state intervenes directly in 
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the form of setting rules and regulations. For instandes in 

most cases certification requirement for different jobs 

fixed by the state. The most obvious of the state 

intervention is the state-funding for educational research 

p_rogramme which is based on the state-defined distinction 

between 'low' ~tatus knowledge. This state 

funded edu6ation usually emphasises competency -based 

education, iystems management, career education for 

manpower planning and increased efficiency. State 

intervention in eduction affects curricula, classroom social 

relations, and most importantly it affects the process of 

policy planning which is now done outside the control of 

teachers and parents. The state al~o directly intervenes in 

the form of 1 law' by providing different rules and 

legislation J.n the name of regularizing the education 

system, e.g. the provision compulsory attendence. It is 

through this kind of intervention that the state exercises 

control over schooling in terms of its economic, ideological 

and repressive functions. 

State education thus can be perceived in the light of 

constant attempts by the ruling class for maintaining their 

economic dominance and the power structure. It serves the 

interests of capital while reproducing technical and 

economic requirements of capitalist mode of production, i.e. 

the reproduction of the labour power. This aspect is 

analysed by Loius Al tlusser. According to AJ thusser, 
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education cannot simply be considered as being shaped by the 

imperatives, patterns and logic of the capital. It is 

rather 'specifically articulated with this system in 

certain very definite ways' ( 14 ) so as to reproduce and 

sustain the structure of capitalist relations of production. 

These definite ways are defined by the policies of the 

ruling class explicitly or implicitly favouring their 

interests·, B u t , be f o r e g o i n g on t o t he A 1 · ~.us s e r i an 

position, it seems important to keep in mind his 

understanding of 'social formation'. Social formation· is 

conceived as the structure of the society made up of two 

levels in a spatial metaphor a topographical metaphor, to 

use Al thusser' s phrase: Base or Infra-structure and Super-

str;ucture. It is clear in Marx: 

"The sum total of .... relations of production 
0 

con~Litules the economic structure of the society 

.... the real foundation, on which rise legal and 

political superstructures and to which correspond 

definite forms of social consciousness. ,(lS) 

At the infra-structure ( econbmic base) of the social 

formation, their lies the unity of the 'productive forces' 

and the 'relations of production' . All other elements in 

the social formation lie in the domain of the super 

structure and are determined by the nature of infra-

structure. 
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'SUPER-STRUCTURE' ~ Two 
(or 

'INFRA -STRUCTURE' 

The politico-legal 
(Law and the State) 

Ideology (The different 
ide~logies, religious, 
!=th1.cal, legal, 
political, etc.) 

'Productive Forces' 
+ 

'Relations of Production' 

There are two lines of arguement even within the 

Mar·xis L tradition: One, in which economic b'ase is conceived 

as the sole determinant of the changes occuring in the 

superstructure (- 'economism' ) ; other, in which a relative 

aut.onomy or reciprocal action of supers·tructure over the 

base is recognised. 

Althusser and Gramisci, both, refuted the rigid 

economic determinism, Gramsci is of the view that the 

superstructure is not an illusion, which is aLways 

reducible to the hidden economic conflict. Rather it is 'a 

reality .... objective and operative'; because superstructure 

is the terrain in which men gain consciousness of their 

social positions and tasks(l6) For Gramsci, the relation-

ship between the base and superstructure is necessarily 
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·interactive and reciprocal.(l~) Gramsci vividly illustrates 

the importance of superstructure through an intriguing 

analogy of a female body: 

'What makes a man infatuated with a woman, 

what stirs him to court her or fight for her or 

defend her, is not her skeleton, but the 

11 super s•t r u c t u r a 1 11 feature s at tache d to her 

skeleton .... ' (lS) 

Al thusser sees whole of the superstructure as 1 State 

Apparatus'. 'State Power' is exercised through state 

apparatuses. Here one may argue that-what provides b~:tsis 

for the functioning of the state?' The mechanism of state-

craft cannot be understood without looking at the guiding 

force of the state, which is provided by ideology. 

IDEOLOGY AND EDUCATION 

It is the' state-ideology' complex which determined the 

matrix nf 'dominance-legitimation-socialization-reproduction' 

in the capitalist mode of production. 

Ideology as a concept was first used by Destutt de 

Tracy in the late 18th century. Ideology is assumed to 

represent a 'world-view'; a system of beliefs and values 

which.decides a peculiar pe~ceptiun about a social reality. 

Thus~ tfundamentally divergent thought systems' of different 
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groups arising out of different life-experiences anq 

situations give those groups their own world view. 19 

•• Generally speaking, ideology is conceptualized in two ways: 

One, it is related to particular social origin i'eflecting 

certain class interests creating flase counsciousness; 

Other, ·as a more generalistic auLonomuous concept of social 

practices which tend to reproduce social order. The beliefs 

and valu~s defining ideology linked to class-interests are 

reflected in the social practices. 

Ideas, according to Marx and Engels are shaped as 

the superstructural reflection of the base: tsocial 

being .... determines.~ .. consciousness' ,(ZO) 

Dominant ideas in the society are seen 1n relation to 

the material ba~e and the power structure in the society: 

'The idea of the ruling class are in every 

epoch Lhe ruling ideas, i.e. the class which is 

the ruling material force of society is at the 

same time its ruling intelledtual fo~ce. The 

clas~ which has the means of material production 

at its disposal has control at the same time 

over the means of mental production, so that 

thereby, geperally speaking, the ideas of those 

who lack the means of men tal production are 

subject to it.'(Zl) 
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Grarnsci strongly emphasizes the role of ideology as a 

force used by dominant class to shape the commcnsense views, 

need::;, and interests of subordinate groups. Gramsc i' s 

definition of state explicates the relationship between 

ideology ar'1d Lhe ::;Late He defines 'state' as a terrain in 

which ideo 1 og .ical dominance in the form of consent is 

achieved: 

'The state is the entire 'complex of practical 

and theoretical activities with which the ruling 

·Class not only justifies and maintains its 

dominance, but manages to win the active consent 

of those over whom it rule$'•( 22 ) 

Hegemony as ever changing combination of force a.nd 

consent, according to Gramsci, represents the power and 

ability of a class to assume a moral and intellectual 

leadership over the othet classes without resorting to 

coercion. It, in other words, represents 'the ability of 

one class to articulate the interests of other sopial groups 

to its own'. ( 23 ) 

IDEOLOGICAL STATE APPARATUS: 

The 'State' in the classical Harxist theory of state 

has been perceived as an apparatus of repression, of 

coercion or violence. According to Al thusser, Repressive 

State Apparatus (RSA) and Ideological State Apparatus (ISA) • 
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The RSA, constituting the part of public domain', 

functions predominantly and massively by violence (not 

necessary physical violence) and includes the government, 

the Army, the Police, the Bureaucracy, the courts, ~tc. On 

th~ other hand, the ISA(s) .is the most effective, however 

comparatively silent and not so easily visible, state 

apparatus. ISAs belong to the 'private domain' and function 

through ·'ideology' : There are a number of ISAs. They. 

include: 

the religious ISA: 

the EDUCATIONAL ISA 

the Family IS.A; 

the Legal ISA; 

the Political ISA; 

the trade union ISA; 

the communication ISA (mass media etc.) 

the cultural ISA (Literature, the Arts, 
Sports, etc.); etc. 

However, there is no such thing as purely RSA or ISA; 

because, RSA functions mainlY, and primarily by repression, 

while functioning secondarily by ideology. Similarly, 

repression in ISAs is very much concealed, attemuated, eveq 

symbolic' 25 . This can better be represented graphically as 

tried here; 
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RSA ISA 

REPRESSION 
PUBLIC DONAIN PRIVATE DOMAIN 

The precise function of any state apparatus is to 

ensure the reproduction of social order. Althusser's 

analysis of reproduction in this context starts from the 

Narxian concern: 'no production is possible which d.oes not 

allow for the reproduction of the material conditions of 

production. ,( 26 ) Here, 'conditions of production' are meant 

for reproducing not only ~aterially, but.also ideologically 

and socio-culturally. The dimensions of this social 

reproduction' becomes clear here: 

'The reproduction of labour power requires 

not only a reproduction of its skills, but also, 

at the same time a.reproduction of its submission 

to the ruling ideology for the workers, and a 

reproduction of the ability to manipulate the 

ruling ideology correctly for the agents of 

exploitation and repression', so that they, too, 

will provide for the domination of the ruling 

class "in words".'(27) 
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Each ISA plays a role 1n this reproduction, For 

instances, the political ISA subjects ·individuals to the 

political state ideology subverting them to the dominant 

order; the communiction ISA feeds every citizen with daily 

addictive 'd~s on nationalism' chauvinism, liberalism, 

moralism, etc. ,( 2 B) through mass-media (the press, the radio 

and TV) ; and same goes for other ISAs. Thus transrni t ted 

values are suppor·ted with examples f:r·om history and great 

cultural heritage forming the part of cultural reservolr 

available with the r·uling class. 

SCHOOLING, IDEOLOGY AND REPRODUCTION: 

According to Althusser, one ISA functions so siliently 

and effectively that it lS difficult to visualize its 

dominant role in ideological reproduction. This invisible 

ISA is the Scboul as the school is of particular importance 

because, 

'no other ISA has the obligatory and, not 

least free) audience of the totality of the 

children in the capitalist social formation, eight 

hours a day for five or six days out of seven (in 

a week) . ' ( 29 ) 

In this way children are picked up at vulnerable 

infant-age to be 'squeezed' into !SA-couple of 'school­

family' ( 30 ) for years together. Either a certain type of 
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know-how wrapped in ruling ideology (- history, arthimatic, 

the sciences and literature etc.) or the ruling ideology as 

such (- 1n the form of ethics, civil instructions, 

discipline, etc) is instilled into them to mould them in a 

way as is desired 1n the reproduction of the capitalist 

social order. This reproduction function is performed by 

schools successfully by filling different social positions 

with differentialiy trained students. 

beautifully: 

Althusser presents it 

'Somewhere around the age of sixteen a huge 

mass of children are ejected into pl'Oduction': 

these are the workers or small peasaG s. Another 

portion scholastically adapted youth carries on: 

and, for better on worse, it goes somewhat 

further, until it falls by the wayside and fills 

the posts of small and middle technicians, _wh.i te.­

collar workers, small and middle executives, 

petty-bourgeois of all kinds. A last portion 

reaches the summit, either to fall into 

intellectual semi-employment, as well as the 

1 intellectuals of collective labourers', or to 

provide the agents of exploitation (capitalists, 

managers), the agents of repression (soldiers, 

policemen, politicians, ad1ninistrators, etc.), and 

the professional ideologists (priests of all 

sorts, most of whom are convinced 'laymen')' 31 . 
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Schools are, here, assumed as the places where immature 

young minds are indoctrinated in such a way so that they 

accept the existing order as justified and automatically 

it by consent .. In this way, _a successLuL ... 

reproduction of dominant order and ideology is achieved 

within the walls of the schools. 

Here education is such as the 'means of mental 

production. ' Thus, the ruling class tlsed schools as state 

apparatuses to perform th~ role decided e~sentially by the 

s·tate policies. Ideology, according to Al thusser, always 

'exists in an appartus and its practice, or practices' .( 32 )-

Ideology has a material existence, which 1n the schooling 

situation manifests in rituals, routines and social 

practices structuring the day to day working of the schools. 

This institutional materiality becomes a powerful factor in 

making educational ideology function effectively as 'a 

representation of imaginary relation~hip of individuals to 
·)_ 

their real conditions of existence'. ( 33 ) Thus, the dominant 

ideology stretches its area of influence to the field of 

education through the hidden curriculum as has been 

mentioned earlier. The material aspects of ideology becomes 

clear in the use of space and time in schools (e.g. school 

building and time-table etc.). 

School, thus, becomes terrain for producing and 

exercising the hegemony through specific.value transmissions 
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for creating an acceptance for the given order as jusl. 

Schools are the places of legitimation of differential 

social positions ·of individuals in the society on merit 

grounds. 

It has become clear now, whatever be the true na tu.re of 

ideology ----- whether it is false - consiousness, illusion, 

immanent world- view, distored representation of reality, or 

social practices and cornmon-consiousness ----- in every way, 

it is related to the process of socialisation and education; 

since schools are the places where knowledge and 'truths' 

are constructed. In a way, ideology finds its manifestation 

in 'the teaching learning process in the schooling situation. 

This is mad~ clear by Nicos Poulantzas that the production 

of ideologies in schools not only finds its way in the high­

status knowledge and in reproducing the prevaling relational 

pat~ern in the society, but also in creating the mental-

,manual division and a separation between conception and 

execuatioh: 

'The state appropriates, trains, and 

legitimates "intellectuals" who serve as experts 

inthe production and conception of school 

knowledge, and who ultimately function to separate 

knowledge from both manual work and popular 

consumption.,( 34 ) 
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Thus , school s a r not s imp 1 y the p 1 ace s where the 

reproduction of dominant ideology is achieved, they are 

active institutional agents in its construction as well. 

Roger Dale tries to make it clear that there are 

possibilities·of schools being used s the places of 

resistance, opposition, or so to speak, as the site of 

struggle. Roger Dale Says that: 

hegemony is not so much about winning 

approval for status quo .... Rather what seems to 

be involved in the prevention of re/ection, 

opposition or alternatives to the status quo 

through denying 

purposes'. ( 35 ) 

the use of schools for such 

This implies that, . schools can be fertile grounds for 

growth of rejection, opposition, and alternatives to the 

status quo, i.e. a counter hegemony is constructed. In 

other words schools as palces of knowledge construction can 

also be breeding grounds for creating critical perception 

among students and are also the pOssible places of 

'critical pedagogy'. It can equip student with the power to 

analyse critically and to construct counter ideology as a 

mode of resistance to the ruling class-hegemony. Thus, the 

school can also be potential threat to the existing order 

and to the stat us-quo. Hegt~mony is important for status 

quoists as a way out for averting a hostile situation. 

·69 



Althusser, however, sees as. state 

apparatuses and thus rules out any such possiblity of using 

schools as instruments for social transformation. 

Althusser, in much mechanist fashion present:c:; social 

reproduction as the function of schools. Moreover, in doing 

so, a high -tone of capitilist relations of production and 

dominance underplays other important factors like culture, 

mediation and resistance for the matter of s~rious 

considerations. He did make references to these, but could 

not go beyond 1 radical pessimissm', thus left little room 

for the possibility of resistance and for social change. At 

the outset, Althusser seems to have given a theory for the 

'continuation of the prevailing order' providing weight to 

the instrumentality of education for legi ti{Ilation and re­

estabilshment of the predomina~ce of ruling-ideology and 

consequently for social control. However, it can be argued 

that his propositions for social change lie within the 

political strategy for revolution and for destroying state 

apparatuses. But what, he seems to lack in is a coherent 

view for the possibility of eduction playing a role in 

soc_ia1 changes. For him, the seeds for superstructural 

___ ql).E!_rlg~J3 ___ .l_ie_ in the _politico-economic strategy. 

Althasser is also criticized for considering 

in~titutions of strictly private domain like family as state 

apparatus. ( 36 ) Althusser formulate$ the probleniatic, 

captures the revealing points in this reproductive 
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mecJJanism~ Lhougb fails in suggesting any a.l ternate 

programme of eduction to break the vicious-circle of 

reproduction in capitalist society. 

The discussion in the chapter has tried tc answer the 

questions raised earlier; but in the process of doing so, 

it has further generated new problematics which do not 

necessarily contradict this formulation but come as natural 

sequel to it. Now questions arise that 'Is education 

necessarily an instrument of social control?', 'Does 

education function only in favour. of ruling class?', and 

'Can schooling also help in bringing ~bout social change, if 

so, what are the' dimensions of education-social change 

dynamics?' . These questions become important in the context 

of schooling, social control.and social ch~nge. 

In the following chapter, we try to answer these 

questions by looking at the writings of the three thinkers -

Antonio Gramsci, Karl Mannheim, and Paulo Freire. 
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CHAPTER IV 

SCHOOLING AND SOCIAL CHANGE 

' ·,,_ 
The chapter focuses on the ~ritings of Gram~ci, 

M~nnheim and Paulo Freire. Though they differ in terms of 

their individual theoretical understandings, they have a 

common concern about the role that schooling can play ~n 

·bringing about social change. They differ from others in 

that they see this change as a process that has to be 

consciously brought about and is not. 

Education is conceived as an instrument of ideological 

mobilization( 1 ) for creating critical consciousness( 2 ) 

through organization of culture and intellectual 

formatior1( 3 ) and has a very important function to be played 
! 

in a planned democratic society( 4 ). It is important that 

these theorists analyse change in the context of the desired 

society. The common inherent idea is that there lies a 

social order behind all edticational ideologies. The 

educational system tends to functiort in keeping with the 

view of a future society, thus, it functions for social 

change. 

THE FUTURE SOCIETY 

Education, through fostering new values, beliefs and 

knowledge on desirability-criteria, advances a picture of a 
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future society. Or, to put it otherwise, vision of a future 

society would define the values, beliefs and knowledge that 

are desired; and, education is expected to give them proper 

manifestation. Gramsci, · Mannheim and Freire were unhappy 

with the way society operated along with persisting 

inequalities, unemployment and chaotiD order. Education is 

seen in the socio-cultural and economic context by them. 

Gram~ci said that though the revoluti~naries were clear 

about their strategy and knowledge in politico-economic 

domain, they Here not very clear about the type of 

civilization, Hhich they found mysterious and unfo.rseea.ble: 

'A factory which has passed from capitalist 

control to the workers' power will continue to 

produce same material things which it produces 

today. But in what forms will the works of 

poetry, of drama, of noble, of music, of 

paintings, of fashion, of language be borne?'( 5 ) 

Here, Gramsci talks of evolving a 'proletarian culture' 

in this context. He talks of it as a result of historical 

development leading to socialism: 

'At a certain 'moment in it history and 

development, the proletariat becomes aware that 

the totality of its life lacks a necessary 
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component and it creates for itself, wi '-···" its own 

powets, with its will power, for its own ends. ,(G) 

In this way, the mysterious and unforeseeable character 

of this culture becomes visible to some extent, beciuse of 

the conscious intellectual intervention in terms of newer 

valuation, beliefs and a gradual programmatic issue-based 

action in accordance with the comprehensive manifesto, put 

up by militant socialists. Gramsci says that militants can 

visualise at least a possibility, i.e. 

'There will exist a proletarian culture {a 

civilization) completely defferent from bourgeois 

one. Class distinctions will also be broken down 

in this field, bourgeois careerism will be 

shattered. There will exist poetry, novels, 

theatre, habits, language, paintings, and music 
I 

which are characteristic of proletarian 

civilization, the flowering and ornament of 

proletarian social organization.,(?) 

In the process of building up such protetarian culture, 

it becomes imperative simultaneously to 'destroy 1 (B) the 

prevailing bourgeois civilization. Gramsci 's concern for 

social transformation through educational change depends 

upon his vision for a future society. 
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Like Gramsci, K. Mamheim also envisions a future 

society where freedom, liberty, dynami·sm and democratic 

values are at their full display. His understanding of 

society stems for his preoccupation with the problems of 

capitalist democracies of the West. Mannheim voices similar 

concern like Gramsci while recognizing crisis in culture and 

valuation along with politico-economic crisis. he comes 

even closer to Gramscian comprehensive social analysis while 

recognizing the true nature of the chaotic social situation, 

·at the same time he refutes the stern 'economism': 

' --- no remedy of chaos is possible without 

a sound economic order, but this is by no means 

enough, as there are a great many other socfal 

. ---conditions which influence . the -process 

creation and dissemination.'(S) 

of value-

through recognizing the need for compr~hensive appfoach 

to remedy the s.i Lual.ion of crisis, Mannhei~ finds proper 

valuation and effective planning as important. This, he 

belives, will help in evolving a new society: 

tThe new pattern of planned society which 

although using the techniques of planning, 

maintains its democratic control, and keeps those 

spheres of freedom and free initiative which are 

the genuine 

humanity.'(lO) 

safeguards 
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Mannheim call this the 'THIRD .WAY' characterised by 

Militant Democracy based upon democratic ethics and planning 

for freedom utilizing modern social techniques for the 

welfare of entire population. 

Concern for the welfare of the appressed led Paulo 

Freire to env1s1on ,an egalitarian sbciety free from 

exploitation ensuring fair and legitimate participation of 

workers ~nd peasants in political as well as civil society. 

-What is common to these writers is their understanding 

that the objective for meeting collective needs of th~ 

masses requires the transformation of, society itself. 

Education, in 

conceived as an 

kind of society. 

within schools 

the broader sense of culture, has been 

important agency for achieving the desired 

However, education is more than learning 

incompassing the internalization of culture 

in the broad sense. Culture as evolving in the broad sense. 

Culture as evolving through educational pr~ctices can also 

be tre-organized' in terms of newer valuation and cultural 

practices. 

(RE-) ORGANIZATION OF CULTURE : 

Culture is broadly a way of life. Any change in 

society has imprtant impli~ations in the sphere of culture. 

In turn, culture defines the values, beliefs, and thus the 

social order. Education as an element of cultural process 
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constructs knowledge and truths, re-defines values and in 

--turn re-organises the culture itself. This again implies 

------r-e-""'-C-0-n-struc Lion in educational knowledge and- social 

relations which can change social, cultural i.tnd moral 

premises on which society rest. 

The importance of culture has be~n emphasised by 

Gramsci, Mannheim and Freire. For Mannheim what is necessary 

is the tdemocratiiation of culture'. In other ~ords, it is 

to see that culture cannot be monopolised by a few. Thus, 

democratising trend will have to be extended to the domain 

of culture also.(ll) This democratization of culture as the 

process of re;-organization of culture can be im effective 

way of restructuring the society to ensure freedom, 

equality, justice and dignity to all. 

Gramsci was primarily concerned with radical socio-

political changes. These changes could be effected and 

stablized only by breaking the hegemony of the ruling 6lass. 

Towards this end, his aim was for evolving a counter­

hegemonic educational activity through the 'organization of 

culture' and 'intellectural formation': 

, ... every relationship of "hegemony" is 

necessarily an educational relationship. ,(l 2 ) 

According to Gramsci, 1n order to build up a counter­

hegemony and before seizing the state power, the working 
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class must 'establish its claim to be a ruling class in the 

political, cultural and ethical sense,' .( 13 ) And, for this 

claim, what the working class needs is to generate a 'sense 

of dominance' among themselves in every sphere of dowinance-

subordination relationships. Education, as a vital 

component, is supposed to redefine values and reorganise 

culture. In this process hegemonic influence of dominant 

class is hrbken from the minds of workers. He stresses : 

'Instruct yourself because we shall need all 

our intelligence. Agitate because we s))all need 

' 
all our enthusiasm. Organize ourselves b8cause we 

shall need all our power. ,(1 4 ) 

Gramsci discusses his ideas of socialist education and 

way in which 1s to be used to educate the popular masses. 

He emphasizes the creation of 'a group of intellectuals 

specific to the new social group.' ( 15 ) This' new social group 

of workers is characterized by a new mod~ of thought and 

code of conduct and by the acceptance of socialist way of 

life. In this way, concrete expressions of educational 

relationships manifest in ideological terrain to restructure 

the 'consciousness'. Gramsci writes : 

'The realization of a hegemonic apparatus, in 

so far as it creates a new ideological terrain, 
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determines a reform of co~sciousness and of 

methods of know] edge. ( 16 ) (emphasis added) . 

This reform of consciousness and of methods of 

knowledge is done 1n the realm of culture through (re-) 

organizing it and through the 'intellectual formationt, 

Elaborating on a strategy for social transformation, he 

says, : 

'The cultural assocation which socialists 

shovld promote should have class g0als and class 

' 
limits. It must be a proletarian institution with 

clear ends. ( 17 ) 

The 'world-view' of workers is distorted through the 

manipulation of social realities by the intellectuals of the 

ruling class. hence, the working class should 'pose for 

itself the problem of the conquest of intellectural power' 

along with economic and political powers for 

itself for [socialist] culture. ( 18 ) 

(organizing 

The function of education for this conquest of 

intellectual power and organization of culture is very 

important for a socialist society not 6nly after the class-

struggle 1s over but also even after'the classes are 

abolished. The task of building a new society continues in 

the form of the struggle against 'the brute forces of 

hature'. Thus, the reorganization of culture is a dynamic 

81 



process to be continually achieved through education by 

taking over intellectual power. 

Mannheim sees culture as the planned social order with 

definitive and rational valuation. Mannheim r~cognises that 

the external pre-requisites like full employment, social 

security, sufficient ec~nomic and educational opportunities 

and pe~ceful order are important institutional foundations 

of future society; but, he emphasises that the real culture 

involves the integration of basic values, institutions with 

education. This active perception of culture as a dynamic 

domain of life leads men to construct and reconstruct the 

social reality 

culture is to ascribed not so much to 

nature as to the sphere of works; that is, a 

sphere that people do not simply inhabit and 

adapt to but form themselves.'(l 9 ) 

According to Mannheim this organization of culture is 

done through the construction and expression of new values 

by those he calls 1 marginal men'( 20 ), --~who confront the 

established order as outsiders. These are artists, poets, 

intellectuals and youths, who according to Mannheim, have 

the potential and zeal for bringing new values and changes 

to social and moral life. They, thus, can act as 'change -

agents'. As mentioned earlier, Mannheim when confronted with 
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the problem of monopolized culture and knowledge takes up 

the question of democratization of culture in order to shun­

off the exclusivity of certain-type of knowledge of elites : 

'Elites which are not impelled to make their 

knowledge generally accessible will not engage in 

formalization, analysis, and articulation. They 

will content themselves, either with unanalysed 

intuion, or with sacred knowledge reser~ed for an 

elite and handed down among its members en 

bloc'. ( 2 l) (emphasis added) 

This formalization, analysis and articulation will 

change the on~e-exclusive knowledge to the generalized 

knowledge. Thus, monopolized knowledge will become available 

to all as everybody in -the soci.ety is able to decipher the 

now-non-exclusive codes. It is in this context that 

Mannheim looks at schools. as having a 'special function in a 

democratically planned soci~ty to interpret all phases of 

l.ife in terms of d(!mocra tic experience. ' ( 22 ) An educational 

strategy, according to Mannheim, will create a stock of 

knowledge which can be shared among the masses and this 

democratization trend cafi be extend to the world of symbols 

and values. The role of the state is given importance by 

Mannheim. According to Mannheim, the democratic stae will 

take care of education as an instrument of change in order 
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to make its democratic planning successful and to filter 

down its benefits to masses. 

recognizes that -

In democr.atization 1 Mannheim 

'The common fund of knowledge should be 

presented in different forms of different social 

groups, taking their background, mentality and 

varying educational levels into consideration. 

Democratization does not necessarily mean to level 

down in order to eliminate differences, but rather 

to allow for variety in cultural life and to 

appreciate cultural differences as valuable points 

of departure in man's quest for knowledge. ,(Z 3 ) 

For evolving a new culture Paulo Freire calls for a 

... dialogical action for cultural synthesis.in-Hhi,;;h. 'it is 

possible to resolve the contradiction between the world view 

of leaders and that of people, to the enrichment of 

both'. <24 } The authentic transformation of reality is 

possible through creating critical consciousness which leads 

to cultural synthesis. This cultural synthesis between 

cultures of leaders and the people leads them to represent a 

common manifesto of interests against oppressors. Education 

for Freire is the most important and effective agency for 

evolving critical consciousness, thus effecting a cultural 

synthesis. 
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For all the three thinkers, the dialectics betweer 

educational system, cultural transmission of values and 

reconstructed knowledge defines the guiding educational 

principle. Role of intellectuals in this 'culture-education-· 

social change' matrix along with other factors becomes 

important. Intellectuals are seen as creators and purveyors 

of the knowledge at the same time. 

ROLE OF INTELLECTUALS IN SOCIAL CHANGE 

Intellectuals as the purveyors of knowledge, rational 

values and newer ideas have the potential to redefine social 

situations, and thus are in a position to int0rpret and 

reconstruct the social realities. This role of intellectuals 

is to b~ carefully examined as the intellectuals can portray 

a correct as well as a distored pic~ure of the society and 

the mechanisms therein. Regardless of whether the role of 

intellectuals is positive or negative( 25 }, this role 'has 

important bearings on the constructuion of further knowledge 

and subsequent reconstruction of society. In this light, 

intellectuals are perceived in two ways based upon their 

relationships with ideology. 

The 'negative thesis of ideology and intellectuals' 

suggests that intellectuals create a distorted Horld-vieH· 

Hhich is imposed upon· subordinate groups. Intellectuals, 
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while serving the interests of ruling class, create ~orld-
----··· 

vie~ that is based on flase consciousness. 

Intellectuals are perceived as: 

1 the thinkers of the [ruling] class (its 

active, conceptive ideologists, who make the 

perfecting of the illusion of the class their 

chief source of livelihood), [and this 

illusion represents] ... its interest as the common 

interest of all the members of society, put in an 

'ideal form; it [ruling class] will give its ideas 

the form of universality, and represent them as 

the only rational, universally valid ones'. ( 26 ) 

On the other hand, the 1 positive thesis of ideology and 

inte:}.lectuals' conceptualizes the role of intellectuals as 

of exposing that distored world-view and of creating a 

rational and correct perception o~ social realities by doing 

away with delusions, e~c. 

In this understanding of the role of intellectuals, the 

prominent idea is th~t intellectuals are the main force 

behind knowledge production in society. Thus, they are seen 

form a group which is responsible for social transformation 

and.subsequent stability. It is they who sustain, modify 

and redefine the mode of thought and also the code of onduct 

for the masses. 
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Giamsci insists that the intellectuals are the 

··»-·purveyors-of general consc~6usness,. the"''real·-n.-a.ture of'"'which --

is rooted 1n the world of production. Mannheim recognises 

-intellectuals as forming the most important 'connecting liillr 

between social dynamics and ideation'( 27 Y, However, mannheim 

looks at the role of intellectuals in 4 different way from 

the marxist understanding. He suggests ! 

'No doubt, intellectuals often are and have 

been mere purveyors of ideologies of certain 

classes. this, however, is only one of a variety 

of functions of ideation, and unless one is 

prepared to consider all, the study of 

intellectuals indeed holds little promi~::. ,(ZS) 

Mannheim emphasises the role of intellectuals for 

winning social-cohesion through the process of 'social-

engineering' by following the principles of neutrality and 

impartiality. The role of intellectuals in the dynamics of 

social transformation becomes very important in the 

formulations of both Gramsci as well as Mannheim because 

ideology is conceived as a product of intellectuals. 

Gramsci and Mannhe im both tried to evolve highly original 

thesi~ on 'intellectual formation' and on 'intelligentsia' 

respectively. 
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In Mannheimian formulation, intelligentsia is expected 

to play the role of enlightened leadership ih a planned 

democratic society. Intellectuals, a's an educa.ted person, 

keeps en rapport with the state of soci~l affairs ( 29 ), and 

thus has a better grasp of the social situation and has a 

role to perform 1n the educational activity. Here, 

education, is viewed as fostering appropriate values for a 

consensual socia1 order, and ~s creating a resolute sense of 

purpose and direction in a carefully planned strategy for 

social change. This view forwards a c·::ncept of 

intelligentsia forming a fluid and open category accessible 

to individuals of varied social orientations. Ernest 

Mannheim expressed it clearly in the introduction to the 

'Essays on the Sociology of Culture'. 

'What makes this intelligentsia unique among 

its historical varients is its multipol~rity, its 

mobility, its exposure to variety of 'viewpoints 1 

its capacity to choose and change affiliations, 

( .., 0 } 
and an expanding radius of empathy.' 0

J 

This concept of 1 free-floating' ( 31 ) intelligetsia is 

not completely devoid of class affiliations, In his later 

work 'The Problem of the Intelligentsia'( 32 ) Mannheim tried 

to subumit an explanation for the criticism invited by his 

views on 'relatively uncommitted intelligentsia' in the 
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~Ideology ! Utopia' . He took this term from Alfred Weber 

'without any tlwught of an entirely unattached '{roup free 

from class liasons. ( 33 ) By .this he meant that as a cohesive 

group intellectuals could not react to given issues. He had 

denied hawing given the meaning of ~an exalted stratum above 

all ci~sses'( 34 ) to the intelligentsia. 

Gramsci strongly rejects the popular concept of 

intellectuals as 1 crystallized social category' ( 35 ) which 

lives in the history uninterruptedly and has been 

independent of the class-struggle. This means that in the 

course of history tntellectuals always tried to seek reunion 

'in the ideological sphere with a preceding intellectual 

category through the same conceptual terminology.'( 36 ) 

According to Gramsci, everyone belongs to a social 

grouping and this very fact ,of belonging conditions a 

particular conception of the world for the individuals. 

'Everyone adheres to some kind of conformism, 

everyone is alwaya a mass-man or collective 

man'. ( 3?) 

Gramsci forwards the concept of class-intellectuals 1 

who are the expressions of a specific social groups--- 'the 

intellectuals are the "clerks" of the dominant group'. 
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Here 1 Gramsci's hi~hly original use of the term 

!intellectual' needs some elucidation. He argues, 'all men 

are intellectuals --- but not all _perform the functio''S of 

intellectuals in the society' ( 39 ) According to this view, 

everyone is an intellectual whatever profession one follows: 

'homo faber cannot be separated from homo sacpienes'. ( 4 0) 

The work in which one is engaged or even outside it, he/she 

'exhibits some intellectual activity ... [i.e. 

he is a 'philosopher, an artist 1 and a man of 

taste] .. shares a world-view, has a conscious 

line of moral conduct, and therefore contributes 

to sustaining or modifying a coriception of the 

I.Jorld [that 1s to provoke new ways of 

thinking]'. ( 4 l) 

Grarnsci ca teogor i~es in Le lle tuals as organic ( = urbah) 

and tradi iional ( = rural) types. Under normal conditions 1 

the organic intellectuals of the· 'histo ically (and 

realistically) progressive class' are able to dominate the 

intellectuals 

intellectuals 

of the 

are in 

subatern classes. The 

large part 1 tradi tiona!' 

rural type of 

(tied to the 

rural mass and petit bourgeoisie of minor city-centres), 

However, the mass of the peasantry does not have its own 

intellectuals, except as a category which does not remain 

theirs. In relation to the emergirig tech~ologically 
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advanced society, Gramsci talks of a net-t type of 

intellectuals (-based on 'technical knowledge'). These 

intellectual have an important role in transforming the 

society in keeping with the time and new technological 

developments. Here, schools become important as they teach 

technical know-how and prepare such intellectuals who will 

be builders in the practical life. By builder, here Gramsci 

means a 'permanent persuader' and a leader, who is a 
' ' 

specialist + politician at the same time. 

Gramsci believes that the working-class needs its own 

intellectuals in order to encounter the influence of 

intellectuals of ruling-class and to break the ruling cla::os 

hegemony. Gramsci goes futher that the masses should free 

themselves from the distorion of intellectual>'.;, Anal 

·-towards· this end, masses will have to educate the;;;~:;:::lves,·frr 

precisely political reasons: 

'Education, culture, the widespre~d organiza-

tion of knowledge and of experience is for the 

indepencence of masses from the intellectuals'( 42 ) 

This, he proposes as pr~-requisites for creating 

counter-hegemony against the bourgeois disturtion of 

realities. This distortion presents a justified pictur of an 

unjust. order, hence becomes a subject to be expose(. Gramsci 

was concerned with the problem of proletarian education. He 
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favoured the education of masses ~nd specifically was 

concerned about the content of education, and. he warned 

that all this would never be possible as long as the real 

power for educating rested with the ruling class: 

twe must wrench the education of the masses 

from the ruling class.'( 43) 

Mass schelling is emphazed by all the three thinkers: 

For Gramsci, it is important for creating counter- hegemony 

by creating intellectual perceptions among masse~; For 

Mannheim, it is the part of general democratiza~ion and for 

making planning efficient; For Freire, mass schooling is for 

freeing oppressed from the exploitative relationships. Thus 

education, as per Gramsci's thinking, will prepare a ground 

or will create conditions for sweeping changes, when workers 

and peasants (or masses in general) try to unmask realities 

through thus generated intellectual perceptions and get 

united. Here, it is also important to see the relationship 

between intellectuals and economy in relation to the 

possibility of intellectual manipulations and mechinations 

for change 1n the social order. This relationship, for 

Gramsci, is tnot immediate --~, it is "mediated", in 

different levels, by the whole social fabric, and by the 

complex superstructure of which the intellectuals are in 

fact the "officials".' ( 44 ) 
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Gramsci's working-class intellectuals and Mannheim's 

margitial men are endowed with the potential for questioning 

the existing social order and calling for a change in it, so 

also the educated men (endowed-with critical consciousness) 

of Paulo Freire. 

CONSCIUOUS EDUCATIONAL PLANNING FOR SOCIAL CHANGE 

Discussions, qo far, make it clear that education is 

not socially determined only; rather it has the potential 

for transforming to society. Education is mainly 

fosterings new realistic values and an innovative spirit, 

and thus can try to demystify the world by masking off the 

realities and removing illusions created by intellectuals of 

ruling class. A properly directed education theref6re,- can 

help in (achieving the desired purpose of) establishing a 

just and socialist society. Education is entrusted with the 

task of training the masses so that they cannot be subjected 

to the will of ruling class. The role of educatioti in 

building up a new society points towards formulating on 

effective educational str~tegy as Gramsci Puts it clearly: 

'From the moment when a subordinate class 

becomes really independent and dominant, calling 

into being a new type of state, the need arises 

concretely of building a new intellectual and 

moral order, i.e~ a new type of_ society, and hen9e __ 
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the need to elaborate the most universal concepts, 

the most refined and decis·ive ideologicl 

weapons.' ( 4S) 

Schooling is provided central position in the political 

strategy for achieving the goal of socialism, ( 4 o) in the 

process of planning for planned democratic society ( 47 ), in 

pedagogical strat~gy for evolving critical consciouness for 

creating a explaoi tation free soc_iety. ( 48 ) It is in this 

context, Gramsci considers the political development of 

socialist society as depending in large parts on an ordered 

:-tnd rational system of education, Gramsci puts premium on 

the educational strategy while recognizing individual 

intellectual capabilities and other subjective 

considerations along with all due importance to politico-

economic structure; Hence, he suggests a comprehensive and 

Genuine strategy for social transformation. 

Gramsci 's conception of social change can be ~een in 

terms of •aterial change through sustained int~llectual 

efforts. Mannheim, while pohdering over the crisis in 

capitalist societies' comes up with idealist conception of 

ch'ange in planning a democratically planned. society. 

Mannhei~ favours a gradual and stable social change 

thrqugh the regulation and redefinition of values and 
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culture. The ·articulation of transformed social ~~thos in 

the. objective and concrete structure of socin}. ~~ynamics 

finally results in a well planned and summarily transform~d 

social structure. ~ducatiori as the part of democratic 

planning according to Mannheim can serve the purpose of 

social transformation. Planning is seen by Mannheim as: 

'Planning is-·strategy, ·and -st-rategy··is-·a­

process 'in which an action requir~s only the means 

to carry it out during the action itself'( 49 ) 

This means is provided by the system of education, 

which becomes the part of planning process. In comparison 

to dramatic revolutionary changes, Mannheim pref~rs planning 

as a strategy for systematic social change.(SO) He assigns 

all the comprehensibility to the process of democratic 

planning within the liberal fr~mework as democratic planning 

is the planning(Sl) 

For freedom 

for plenty (for everyone); 

for social justice; 

for abolishing extremes of wealth and poverty; 
for cultural standards; 

for balance in power dispersion; 

for gradual transformation of society (in 

order to encourage the g r o '" th of 

personality); 
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that counteracts the dangers of mass society; 

In short, 'Planning but not regimentation' . 

Education as the part of such planning process prepares 

a ground for social reconstruction. 'Natural p; ocess of 

education works from outside inwardly'(SZ), in terms of 

creating external pre-requisites ~nd fostering internal 

adaptiveness i'n order to facilitate learning for 'change-

agents' for stable social transformtion. This concern of 

Mannheim becomes obvious in the following passage 

'Enlightenment as an all embracing 

intellectual trend with its obvio~s social 

consequences could be integrated into a movement 

only after social chagnes penetrating from the 

outside inward had already prepared the minds of 

individuals in society to accept certain 

things.' (S 3 ) 

Mannheim says that in this context schools should ser~e 

the evolve intellectual orientations and dynamic adjust~ent 

with the changing social order, In Planned domocratic 

society, schools have a special function of interpreting 

'all phases of life in terms of democratic experience'(s 4 ). 

In order to democratize the culture, on both social and 

intellectual levels, he 6alls for an educational st;ategy: 
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'In social field educational and social 

opportunities can be broadened systematically and 

scientifically by better over-all planning of the 

educational sys tern in connection with ·vocational 

guidance. On the intellectual level advancement 

should proceed gradually to progressively higher 

intellectual and moral levels.' ( 55 ) 

While Mannheim supports the idea of vocationalization, 

Gramsci rejects the concepts of vocational schools as the 

schools for working class children. Presence of such 

schools in the society automatically confirms the existence 

of class-structure in the society. 

are the places in which the 

Moreover, these schools 

'career of pupi 1. is 

predetermined' . He criticizes vocational schools as it ----

'tends to maintain the traditional 

differences for ever, but since it tends to 

produce internal stratification within these 

differences, it gives the impression of a certain 

democratic tendency.'(56) 

As a better alternate to it Gramsci proposes the 

concept of unified (or uni tory) schoolg, the very 

establishment of which Gramsci looks at as a part of 

socialist battle. he sugests that for this the socialists 

will not have to restructure the educationul system 
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completely but can perhaps adopt a large part of the old 

system. He does not find anything wrong in it as: 

'The traditional school was oligarchic 

because it was intended for the new generation of 

ruling stratum, which was·to rule in its turn; but 

it was not oligarchic because of its methods of 

teachiTig ' \ • (57) 

The unitary schools are set to endow the pupils with 

fundamental values of humanism along with ,giving the_m 

autonomy and self-discipline: In tbe process u f learning, 

this will allah' everyone to be intellectually a:1d morally 

capable of sociali:c:ing themselves either in the scholarly 

field or in the sphere of production (in industry, in the 

bureaucracy etc.). 

Gramsci recognises that creating an infra-structure fot 

unitary schools involves a high expenditure. Therefore he 

proposes that, to begin with, the new type of schools should 

be restricted to the young pupils, selected through 

competition or nomination. Here, it seems somewhat 

ambiguous lhat on what grounds students a:t·e selected/ 

nominated through competitio~. Q1.,1estions arise that 'what 

are thP agencies for it'? and, whether through competition 

inequalities will not be ligitimlzed. 
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Gramsci suggests the reorganization schools not only in 

terms of teaching methods and content, but also in terms of 

structural arrangements.( 581 For the sake of fostering 

originality and innovative spirit among students, 'conte~1t 

of knowledge and method of research' are emphasized rather 

than the pre-decided programme and content of knowledge. 

In suggesti~g this scheme Gramsci proposes that the 

schooling should be completed by the age of 16 year, and it 

should be followed by a stage of activizing one's 

creativity. In the primary stages, unitary school 

conditions student? to obtain dynamic conformity, through 

discipline and levelling. The later creative s~age seeks to 

expand personality which has become independent, and 

responsible but with a solid social and homogeneous moral 

couscience.( 59 ) This will become, therefore, a place of 

spontaneous and independent learning for students while 

teachers stands as a friendly guide. However, he suggests 

that in the formative years of schooling children should be 

tackled with a certain authoritative, decisive 

sternness. (BO) This is to facilitate the desired 

intellectual and moral advancement among pupils. Mannheim 

seems to have talked about meaningful co-operation among 

teachers and students in whioh teachers are considered as 

active agents of social engineering. Teaching-learnings 
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situation, for Paulo Freire, is essentially an interactive 

nnd dialogical process. 

Grams c i w a s no t ave r s.e t o the ide a o f s tat e 

intervention, rather he suggested that the state should take 

care of the expenses of scholars in the unitary schools. 

The role of the state remains important as he does not look 

at the state essentially as repre~sive apparatus. Gr.amsci 

suggests for shiftibg the responsiblility of educating the 

younger generation from family to the state. In this way 

dVerybody in the society will be given egalitarian treatment 

and nobody will be discriminated against. In socialist 

society after the abolition of 'private property' family as 

moral organism will resume its pre-destined nature and 

role of 'an organ of moral life' (- to socialize the future 

generations)'(Gl) 

Gramsci made some explicit points about language, 

content and readings habits in a meanigful education. Those 

who insist on content, according to him, are in reality 

'more democratic', and fight for a particular conception of 

world and culture. He suggests : 

'It is necessary to give a real content to 

the programme of education for masses, drawn from 

the immediate, direct awareness of their needs, 

their aspiraions, their, rights and duties' '(G 2 ) 
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Mannheim and Freire, both emphasize on the content of 

knowledge along with the method of teaching, Tn tb~m, it is 

the content which transforms to conscience and thus affect 

the process of ideation in the society, 

About language, Gramsci asserts that it ~has to try to 

adapt itself to the average level of readers'.(s 3 ) But, it 

must also be able to rise a little above in order to provide 

an intellectual s~imulus for encouraging some of the readers 

to go beyond the limits of laymen's understanding into the 

intell~ctual rigours. ~annheim and Freire talk of a common 

language for everyone in the societyand a progressive 

enrichment of that. 

Gramsci also talks tteacher-stuents' r.;~t.io in the 

schools as he finds a direct correspondence between teacher 

student closeness and the efficiency of the educational 

system, This ratio is important in dialogical pedagogy and 

in free interaction in learning through co-operaion as to 

Mannheim-and· Freire. Paulo. Freire was -obsessed-with--tl;le· 

idea of the pedagogy of the oppressed. He talks of evolving 

critical pedagogy which activises the critical consciouness 

among individuals through a dialogical mode of te~ching and 

learning. This will facilitate 'an 'active·' concept of 

educated man and finally will facilitate the transformation 

of social order. Education would fost-er the creative and 
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purposeful integration of young generation into the society, 

Thus, the reserves and potentials latent in youth will 

effectively be channelized in,transforming the society. 

However, 

viability of 

great skepticism 

schooling in 

was expressed about the 

brining about social 

transformation, some thinkers had been trying persistently 

to explore a possibli ty of social reconstruction, through 

partial{ through a meaningful ~ducation. 
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CHAPTER V 

TOWARDS A PARADIGM OF SOCIAL TRANSFORMATION 

In this study we have attempted to exami-ne the natur(~ 

of the relationship of schooling with the dynamics of soci~l 

change, While at tempting this, we tried to bring in the 

rol~ which state played in the sphere of education. This is 

precisely because of the fact that there is increasing 

intervention by the state in the field of education. 

Educational policies for the soc~et~ are charted in 

accordance with the state policy. 

We have shown that the early optimism of functionalist 

was belied as education was found to be legitimizing 

inqualities rather than reducing them, or at the most it 

was found to have little correspondence with the chances of 

one's getting socially mobile. Though education was 

expected to bring about some changes,· it tended to function 

otherwise. It was in this context that we highlighted the 

:r·ole that schooling played as a control mechanism· for the 

maintenance of the system and a reproduction of socio­

economic and cultural relations. This control mechanism was 

found to be operating through socially-approved knowledge, 

hiaden curriculum and the authority-relations with in the 

schools. 
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The role of the state which was initially ?een as a 

guardian of welfare of people was later seen to be 

repressive in nature. The increasing intervention of the 

state in education suggested that the role schooling (under 

----the state policy) was meant to play actively was for the 

----·nrP.:irtt-eriance of domination, --of-what we-- called ··crui lng-ciass"-:----

Education was an important compohent of !SA ~hich functioned 

silently_ and effectively. Thus, the real purpose of state 

intervention was to represent the interests of ruling class 

through education. Thus, it was felt that a change of the 

world for disadvantaged groups could not be expected to be 

initiated by the state sponsored education. 

However, we found that there was still room for 

optimism. Analysing the writings of theorists like Gramsci, 

Mannheim and Freire revealed a possibility of change by 

r e o r g an i z at i on o f c u 1 t u r e and t'h r o ugh a c _on s c i o us 

intervention by intelletuals in particular and people in 

general. Gramsci for instance looked at education in terms 

of its instrumental! ty in .creating counter-hegemony. The 

importance of conscious planning was emphasized by Mannheim, 

while Freire proposed critical-pedagogy for evolving 

critical consciousness and finally for conscer;.t:ization a 

restructuring of social, economic, political and cultural 

order at every level. 
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PREPARING GROUNDS FOR SOCIAL TRANSFORMATION 

One of the major tasks the schooling can perform is to 

create conditions to bring about radical change, 

Intellectual perceptions generated through education enable 

the masses to unmask the reality and thus to get united. In 

this way, schooling can help in the process of ideological 

mobilization, which will be setting a common agenda 

involving identification of the points of cr::::.ns, the 

crucial target and the means to this end. In the absence of 

a possibility of a radical revolution through dramatic 

mobilization, a proper ~trategy can set a ground for 

comprehensive social transform~tion through ideological 

mobilization of which education is a vital and effective 

instrument. Goran Therborn puts it as; 

'The power of ideology op~rates not only i~ 

conjuctures of high drama but in slow, gr~dual 

processes as well.'(l) 

Schooling has been recognized as potential source for 

creating hegemony. However it is also a fertile ground for 

building counter hegemony and an effective instrur.;;ent foe 

doing away with the ideological illusions. Thus, 

· ideological mobilization involves a necessay break from the 

hegemonic practices of prevailing regime. It makes possible 

the dismentling of old system of qualification-subjection< 2 ) 

108 



and of a.:ff'irma.tion-sanction and a reconstruction. of a neH 

system at the same time. This intellectual and ideologicul 

mobilization sets the stage or creates conditions for a 

political action. Therborn says: 

'A successful ideological mobilization 18 

always translated into or manifested in practices 

of political mobilization.'(S) 

Ideological mobilization depends on mass participation 

and collective will, articulation of which with the 

objective conditions in the society influences the outcome 

of the counter-hegemonic practices. These pr<H::r H~es find 

their way to the educational institutions which in turn can 

infuse these critical-consciousness among students and thus 

define the content of knowledge in the society. Buildirig up 

resistance within educational ins·ti tutions to bring about 

educational change would also be important, for which there 

is needed a galvanized collective political struggle by 

students, teachers, parents and intellectuals. Therefore, a 

change in the knowledge content and the ideation-process may 

lead to corresponding changes in social, economic and 

political 2tructures. 

The role of the state is being analysed here in 

context of social transformation through education as part 
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of state policy agenda. Gramsci believed that democratic 

state was better than an authoritation regime because it 

guaranteed at least some democratic rights to people in the 

form of 'freedom to express', 'freedom to form associations' 

etc. These rights would in turn prepare grounds for counter 

hegemony. In Mannheimian understanding L.~sta te_ aSSl,:l_!!led a 

greater role in democratically planned society hy providing 

everybody a faLr share of social goods. Education as an 

instrument of 'social-engineering' and as a part of 

democratization of culture was seen to ensure more 

egalitarian and peaceful social order. Paulo Freire saw it 

as a conscious effort by socialists and the supporters of 

peasants and workers irrespective of the willingness of 

those controlling the state. 

It is not that the changes in the field of 

unemployment, educational o~portunities and social mobility 

have been brought about by state intervention. But, what 

seems important is to see the manner in which it is being 

done. Moreover, there can be no denying of the fact that 

whatever form the present day schooling has taken tilldate 

is not the sole result of intervention by the state at. the 

behest of bourgeoisie; a great part of it has been achieved 

in the course of an active struggle and resistan.ce by the 

workers and the people who supported their interests. 
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THE-·NEW PARADIGM: 

In this light, schooling is seen as a 'site of 

struggle' at the same time as a preparatory ground for 

further knowledge construction. Thus, education ·as an 

instrument of social change and reconstructi6n is the part 

. of wider political strategy, 

The struggle for social transformation is to be fought 

at several levels. In the abserice of a possibility of 

bringing about armed revolution (-which should also be 

preceded and followed by a similar change in the ideation 

pattern, or so to speak a mental revolution) a gradual 

conditioning for a kind of ideological mass mobilization can 

be most effective strategy. Schooling can take the 

responsibility for ideological mobilization through a 

collective action by students, teachers and parents. 

St~dents, teachers and parents will become all important 

·actors in deciding 'what do they want to study and for 

what?, what do they want to teach and for wha, t? ' , and 

'what do they want their children to be educated thus?' 

respectively. Issues like hidden curriculum, achievement -

criteria and classroom-relationships are important issues 

for discussion in this strategy, The encroachment strategy 

. of Andre Gorz, which is aimed at capturing the places of 

decision making, deserves a mention here. This strategy 
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involves .the way to attack the class power of the 

employers and the state is to wrest from each employer (and 

from the state) a vital piece of his power of decision and 

control'.( 4 ) In schools, it is comparatively easier to 

carry out such encroachment. It is when the producers 

(-teachers) and the customers (-students and their parents) 

are sure about the form and content of transaction (-the 

type of knowledge.) , interests of other from outside the 

field of education cannot intervene in this process beyond 

a certain limit. In this process critical pedagogy is 

needed to be evolved - For such a pedagogy to take shape 

would require considerable change in the nature of relations 

that characterised the learning context. 

This means building-up collective intellectual movement 

by students and teachers backed by parents and socialists. 

This will help in breaking the hegemony of the ruling class; 

and, thus will expose the illusions created through 

hegemonic practices. This strategy leads to moral, 

intellectual, and also positional transendence of working -

class (-through encroachment), which itself will change the 

structure of society. This strategy cannot be stopped here 

as it is primarily aimed at comprehensive transformation of 

society. Students as a transformed lot will take a 

constructive line of action for the desired reconstruction 

of the social order. Politically aware students, teachers 
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and parents will not be mystified with the concessional 

policies of bourngeois rule as they know what really goes on 

underneath. However, generation of such a movement is very 

difficult and challengifig. But, the stakes are too much, 

the future of the whole new generation and (-the future of 

society are at the stake -) to ignore this challenge. After 

all, it is to be started from somewhere. 

It is difficult to give a definite programme to this 

strategy, but this does not mean that this strategy is one 

of shooting arrows in the dark. It is because the situation 

varies society-wise depending upon their advancement and the 

nature of the state in them; and, also because at different 

stages of implementation of this strategy lt is impossible 

__ t~~ ant_!cipate the degree of reaction or resistance from the 

other side. 

But, from the foregoing discussion it is for sure that 

the role of state in the field of education cannot be ruled 

out outrightly. To our mind, what seems to be important is 

a conscious effort on the part of masses, students, tea~hers 

and intellectuals. Even if, it is the state which takes 

responsibility for the welfare activities, a whole hearted 

and consciously active participation of intellectuals, 

students, parents and teachers will be a catalytic force for 

a comprehensive social transformation. Ho'-vever, this 



strategy can be broadly outlined in certain crucial and 

important levels: 

Recognising the possible points of action; 

Sustained mobilization; 

- Proper co-ordination among students, teachers and 

parents; 

Resistance through active-p~rticipation; 

Curriculum re-design; 

Rational valuation; 

- Capturing the places of decision making as a part of 

encroachment strategy; 

Organized efforts; etc. 

Thus, this collective participation can also·be called 

as political but in the sense that 'Political is pedagogical 

and pedagogical is political', as Paulo Freire said . 
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APPENDIX 

1. GRAMSCIAN MODEL OF EDUCATIONAL SYSTEM 

or 3 or 4 years 
Unitary schools--------~Three Stages: not more than 6 years 

for 3 years 
I Stage: (Elementary Grade) 

Subject Matter (Curriculum): 

'Instrumental' notions: 
arithmatic, etc. 

reading, writing, history, 

'Rights & Duties': Contradictory to tradition. 

Parallel to 'Elementary Grade', a complete 
network of nursery schools and other :~imilar 

instititutions can becreated for developing 
certain attitudes and notions needed in the 
schools. Even before the school-age, preschooling 
should be made available for this purpose. 

II Stage: (Remainder of the Course) 

Skill Training is the focus of this stage. 
It is not for more than 6 years so that education 
gets competed by 15 or 16 years of age. 

III Stage: (Liceo) 

Decisive stage for of !the fundame~tal values 
of humanism, intellectual self-discipline and 
moral indepenence, prepatory to the later 
socialization either of a scholarly (w:dversity 
study) or ff immediate practical produciive 
character' . 

Note: This organization of unitary schools is sugested on 

the lime of 24 hours collective life as in colleges. 

collective study is also suggested outside the classroom 

hours with the help of teachers and belt pupils. 

(1) GRAMSCI-1957: 'MODERN PRINCE' ;INTERNATIONAL PUBL.,NEW YORK. 
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2. Mannheimian Model of Educational Systen: 

Aim: Social reconstruction & social-engineering 

through successful integration of youth in the 

planned democratic society. 

<Valuative level 
School works on two levels: 

Creative level 

A) Valuative Level: 

Subject Matter Rational valuation; 

- Democratic ethods; 

- Work ethics, etc. 

B) Creative Level: 

Subject Matter - Skill impartation 

- Practical Training 

- Providing with the tools of 
social engineering. 

- Training for social planning, 
Management, etc. 

Classroom. Relationships: 

Teachers have an active role as the purveyors of 

knowledge in the classroom. 'Teaching-learning' remains 

to be an activity of cooperation. 

f-1ethod: Learning through experienceH while te~cher s~ands 

as a friendly guide 

Note: Schools are the important places Hhere marginal men 

teachers and students) construct new values and evolve new knowledge. 
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3. Freire's Model of Educational System 

~of §chool: 1 Schools for peasants and workers,' 

Objective: 

Aims: 

Method: 

~Cultural valuation 
Open type of schools:~ · 

Meaningful technical 
knowledge 

'Conscenti~ation' at broader level. 

To evolve critical-consciousness 

For ne~ value-construction; 

To evolve 1 critical pedogogy' 

For cultural synthesis to avoid cultural 
invasion. 

'Dialogical' method 

Essentialy interatctive approach for 
learning; 

Learning through interaction with tbe 
environment . 

... --··------------.Subjec-t .. Matter:. 

Workers' values and culture; 

Meanin~ful technological knowledge; 

Socialistic ethos. 

Classroom Relations: 

Non-authoritative friendly relationship; 

amicably co-operating. 

*** 
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