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CHAPTER 1

DEVELOPING A BASIS FOR COMPARISON

Durkheim, Mannheim and the changing
contours of Sociology of Education:

The growth and development of sociology of education
cannot be divorced from the uneven tract Sociology had to
traverse,becéuse it had to depend on the conceptual and
theoretical developments in the latter. Even for many
years it was not recognised as a part.of Sociology. Rather,
it consfiluted a part of the diacipline of Qducation. John
Dewey gave it the initiszl push that finally culminated in
its acceptance in the colleges and univercities in the U.S.A,
As a result there was a marked increase, between 1910-1920,
in the colleges teaching a course in educational sociology
and a good number of text books on the subject were published
between 1916-1936. 3But by 1940s it suffered a decline only
to be revived recently.1 According to Robinson, in spite of
the contributions of Durkheim towards the end of 19th century
and Karl Mannheim's writings in the 1940s, the subject came

o)

to be recognised as a distinct field of enquiry very recently.”

1. Banks, Olive, The Sociology of Education, 19%8, r.l1.
2. Robinson, Phillip, Persvective on the Sociology of

Education_ -_An Introduction, p.21.




Durkheim, among .the class ical sociologists, took up
the subject of education with special interest,because he
viewed education as a process that recreates society and
is linked to the survival of society. 1In his writings the
beginnings of a functional scciology of education are clear,
It became thg ‘trzditional conceptual framework' in the
study of education.3 In Durkheim's writings education
formed part of an institutional analysis in the functional
framework that ultimately is directed towards the maintenance

of 'social cohesicon'® and ‘social unity'.

The structural-functionalist tradition dominated
sociology in the 1950s. The emphases in this approach
centred on the function of education, and the need of the
society that it fulfils., The views of Durkheim on these
points were broadly applied by Talcott Parsons in the
American context., Parsons in late 1950s dealt in detail
the functicns of socialisaticn, selection and allocation

performed by education.4

Socialication as an iImportant aspect is emphasised

in much of the anthropoloagical literature. But, the under-

3. Banks, op. cit., p.4; Alsc see Shukla, S. and Krishna
Kumar, -"Introduction” in Shukla, S, and K. Kumar
(eds.), Sociological per spective in Education, 1985,

1
Peio

4. Banks, op. cit., p.4.



Standing of the prccess of sustitution of traditiongal
sOciaIising>agencies by that of educational agencies, is
what makes sociclogy of education important for the study
of industrial societies. 1In this context Floud and Halsey
pointed out that thé reverse may also be true, i.e., such
special ising agencies like education "may promote or impede
‘change, produce unintended as well as intended, dysfunctional
as well as functional consequences".5 The examples they
give ére the attempts by well-entrenched institutions dis-
allowing any change in . the 'curricula' or ‘teaching methods'
or teachers acting as strong vressure groups for promoting

educational change.

The structural-functional avpproach related education
to other institutions of society like the économy, the
stratification system, the value-structure of society etc,

It made possible a "macro cosmic" study of educational insti-
tutions.6 But it also contributed to the laconae in sociology
of education. These include the dominant concerns in social
integration, consensus, social equilibrium etc.,which Flowd
and Halsey found to be problematic in their application to

the industrial societies. This difficulty still remains

when equilibriun is considered to be a dynamic one. The

5. Ibid.

5.  Ipid., p.5.



problem arises becaus® these societies are characterised by
'social change', that implies the over-riding concern for
consensus.and inteqration has little sence in this context.7
The questions of change and reconstruction of society in a
capitalist society like america received Dewey's attention
who focussed on the role of individual in 're-orienting®

educat ion.

The role of education in the recreation of an "oppres-
sive" order came from the Nazi rule in Germany. This
disturbed Mannheim and with his socio-histor ical analysis
of the aims and objectives of'education he sought education
to be helpful for a ‘progressive social change'. He examined,
if it was possible for education and culture to reverse the
obnoxious state of affair.9 Mannheim's recognition of
social conflict did not prevent him from postulating a’

oy . . . . , : ; 1
positive role for education in bringing social integration. 0

The development of moral standards depend on the
chances of social mobility, availability of justice etc.,
which in turn cannot be realised wWwithout adequate educat ional

facilities, 1In this respect the works/thrust of Mannheim

— e it T ot A il i o o o e e et

7. Ibid., p.5.
8. . Shuka and K, Kumar, op. cit., p.2.
9.  Ibid.

10,  Ibid., p.3.



and his colleagues resembled the works of Dprkheim and his
followers, Both the groups emphasised, among other things,
sociology's vital function of putting educastion in the
context of society and in treating 'school as a social
institution®'. Later psychological analysis contributed

to this, taking up many of the issues which Durkhe im empha-
sized namely ‘discipline, the social and moral devélopment
of the young pupil and the question of variable talent

and potential‘.11

In Britain, 1950s and 190s saw the wider acceptance
of sociology as a discipline which initially, of coﬁrse,
had little impact on colleges and faculties of education.
In the teacher training curricula sociology came to be
taken up with psvchologv., The British sociology of educa-
tion concerned itself with the issues of "educational
provision, achievement and the relationship between social

class, schooling and social mobility.“l2

Floud and Halséy pointed out the dominance of '@oli-
tical arithmatic®" in the British sociology of education
prior to 19360, though they recognised it not to be the only
influence, Political arithmatic was a British rationalisé
invention in 1830s which emphasised that, the central concern

. et ol et s e s o i e 0

11. Fenton, Steve, Durkheim and Modern Sociology, 1984,
P.165,

12.  Ipbid.



of the Social Sciences should only be the 'collection of
facts*® without any opinion being added to it., The other
'influences included the works of Margaret Mead and Karl
Mannheim. Mannheim's socioclogy of the school included the
aspects of organisation of knowledge and how the *'school-
ing and experiences’ éf the students are guided by the
assumptions of the teachEr.13 The British sociology of
education Wwith a dominant tradition of ﬁolitical arithmatic
Was strengthened by the growth ofrstructural-functionalism
in USA, which had roots in the works of classical thinkers
like Comte, Spencep, Durkheim, Radcliff-Brown and Malli-

I

nowski etc. but popularised by Talcott Parsons in the

19505.14-

The .expansion of teachers training in which educatinn
formed an important part, the academic study of education .
and the concern of the academicians and policy makers to
explore the types of social inequalities,snd the influence
of class background on educational attainment were responsi-
ble for the growth of'sociology of educatinn in the 1%0s.
The theoretical emphasis changed from order to control.
Floud and Halsey appreciating such a trend, commented it to
be replacement of a ‘dehumanised*, ‘'over-socialised', ‘a-
mor al socinlogical man' bv one of *autonomous', ‘creative’,
13. Robinson, op. cit., pp.21-22.

14,  Ibid., p.23.



. e . 1
‘morally responsible sociological man', >

The sdciQIOgy ot eﬁucation:took a new direction in
the 1970s, the changes were effected by the failure of the
reform-oriented educational policies of the 1960s., The
inequalities in educational opportunities ztill perFiStéd,
Functionalist explanations were inadequate and it was
increasingly felt that differential educational achievement
has roots outsiie the classroom, 2specially lving in the
home and class background of the pupil. ‘Secondly, the
emphasis changed from Macro to micro perspectives. Lastly,
there was a revival of the influence of Marxism applied
to.education and also radical writings on the subject.
This became critical of the role of education és be ing
used by the ruling class for maintaining its dominant
position and the recreation of the class-structure of
tﬁe society through education.16 The works of Gramsci,
Althusser‘Bourdien etc. guided the views on social and
class repraduct ion through education whichlwill be taken

up later in this study.

15. Ibid., pp.23-25: Banks, op. cit., p.3.

16, Robinson, on. cit., pn.25-27; sShukla and Kumar,
op. c¢it., pp.3-4.



The Social context of Emile Durkheim:

According to Fenton, the Sociology of Durkheim grew
as a re<ponse to the crises of the French society of his
time, their historical analysis so as to trace the causes
and advance ways of social reconstruction. The defeat of
France in the hands of Pruseia aﬁd the uprising and set-
back of the Paris Commune in 1870-1 had not only a dragging
effect on the material development of France but at a deeper
psychological' level affected the sense of national pride

and sdlidarity at the socizl level.17

The solidarity of
the people gave way toc divisions; as class conflict grew
in an industrialising country. The.growth of working class
had to be reckoned as a force. The sociology of Durkheim
could not ignore the divisive potentials of inequality

\
that give rise to class-conflict, 1&

Durkheim grew up as a young man when the Third
Republic was just formed and which was facing a great
deal of instability. A crisis arose when the monaréhists
adopted a constitution in 1875 calling for a presidential
system of Government, It set, the cHurch, the big bour-
geoisie and the protectors of law and order against the

Republic Left consisting mainly of the lower middle classes,

17. Fenton, Steve, Durkheim and Modern Sociology, p.8.

18,  Ibid.



the ‘anti-clericals and the working class.. But such an
author itarian design could not succeed after the political

e]
victory of the Republicans in 1879, 17

The Republic was relatively stable. " But the initial
per iod under even the control of_the Republic Leff could
not prove to be a security against the major social and
economic problems, This is ascribeé to the lack of prin-
ciples and branded as an ‘opportunistic RepubliC'.zo
But at least in the arena of secular education the achieQe-

ménts were commendable,considering the opposition of the

church to it.

Though staunch anti-clericals demanded a compiete
replacement of church~controlled schools by the state-
owned ones but legislation could only provide for a ban
on religious instruction in Public schools and its replace-
ment by civic education. The expansion of new schools
cover ing particularly the girls, the training of the
teachers according to the new secular system assumed too

'

much importance.21 While the antagonism between the

clerical right and the secular left was still continuing,

*

19, Coser, Lewis, Masters of Sociological Thought,
p. 156.

20.  Ibid., p.157.

21. Ibid,
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the Boulanger affair temporarily shook the Republic. The
authoritarian design of General Boulanger following the
election of 1885 were frustrated and a greater degree of

political stability accrued after this affair. 22

4

It was also cqnsideredltb be another step forward
towards the ach;evément of Democraéy-and Weakening of the
Bonapartist influence among the people. The last two decades
of the forty years life-of'the Thifd Republic since 18€70
is descrihed as a period of répid strides, of economic
prosperity; As industrial development picked up, French
overseas investment increased so also their internal savings?3
The intellectuals among other s hoped for a durable stability
in their professional careérs. The developments dur ing
this pericd reéulted in a shift in the emphasis of Durkheim
froﬁ ‘orthodox Judaism to rational philosophy'.24 The
intellectuals like Durkheim, Henri Bergson, Jean Jaures
etc. were extremely happy over the bills of 1882-84 making
primary education compulsory and free and a parallel weaken-

2
ing of the confessional schools.°5

*

22.  Ibid,

23. Fenton, op. cit., p.9. Henri, Pyere, "Durkheim: The
man, his time and his intellectual background " in
Kurt H., Wolff (ed.), Essays on Sociology and Social
Philosophy, Emile Durkheim et. al., p.6.

24, Coser, op. cit., pp.57-58.

25, Pyere, Henri, cp. cit., p.6.
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The social order continued to remain unstable even .
during this relatively peaceful périod; Two events, namely
the Panama scandal and the Dveyfus affair.gave rise to
cleavages in national opinion énd tbe qﬁestion of>morality
became the central issue of a debate that in turn was linked
to the issue of social érder based on secure fOundations.26
The Rebublic survived when the defenders of Dreysfus won
the battle. The consequences of this were significant for’
the French society., A strong anti-clerical regime under
the banner of the Radical party came to power which put
an end to all forms of opportunism; The regime lasted till
the World War I containing a clear-cut division between
the Right and the Left in its political spheres, between
loyalists of the ancient regime and those inspired By the

French Revolution.27

Durkheim supported the forces fighting for Dreyfus,
The anti—Dreysfusards criticised him as a spokesman of the
liberals. This propelled Durkheim to write the article
*individualism and the intellectuals‘,in which were expres-

sed his views on the glorification of the values of

6. Panama Scandal involved a bribery of officials by
the Panama Company to get the approval of the Parlia-
ment of g lottery loan. Freyfus affair involved the
conviction of Alfred Dreyfus on the change of selling
information to Germany. For detaills, see Coser,
op. cit., p.158.

27. coser, op. cit., pp.158-59; Fenton, S., op. cit.,
D.12. .
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*intellectual inquiry*, justice, libérty, rights and dignity
of the individual. He differentiated the two shades of
individual ism, nameiy, one which promotes the above-mentioned’
values in the individual from one that éncourages ‘disrup-
tive' or ‘'unrestrgined*' individualism thch he was falsély

accused of advocating.28

But Durkheim's support for the Dreyfusards was not
because of his Jewish origin. He viewed the slow rate of
assimilation of Jews in the national lifé as detrimentél_
for the whole nation. The right of Jews forms part of the

rights and liberties of all men.29

If.could not be isolatéd
as confined only to Jews, Despite the renunciation of a
Jewish life, Durkheim, howeéer, could not get rid of the
indelible early Jewish influence of a *‘disciplined’,
‘solidary' moral community which remained all through his
life. That is why he looked for an alternative mor al order
when the social conditions could no longer uéhold the

. -2
“traditional foundations of morality.“o Durkheim's ideas

gained ground in the academic circle and outside before

28, Fenton, S., op. cit., p.15:; Giddens, Anthony,
Durkheim, op. cit., pp.10-17; also see Thompson,
Kenneth, Emile Durkheim, op. cit., p.44.

29, Fenton, op. cit.; Lukes, Steven, Emile Durkheim,
Hig Life and Work, see the footnote 44, p.333.

30. Fenton, cp. cit., pp.15-16,
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the first World War when the church was separated from the
state and the clerical and military groups were cut to

. 31
size.”

Intellectual roots:

The intellectual tradition of France also inf luenced
Durkheim a lot. To name a few, Rousseau, Montesquien, Comte,
Saint-Simon were foremost in shaping his thought. The inter-.
relatedness of social and cultural phenomensa, the holistic
view of society was inherited from Montesquieu, The notion
of social solidarity and difference between individual,
psychological facts from social facts were an outcome of
the Social contract of Rousseau. In his methodology and
quest for positive laws of social behaviour, Durkheim
appreciated Comte but he was.not fascinated by the theolo-
gical or methaphysical analyses of Comte. The iﬁterrelated-
ness of social phenomena in the writings of Comte also
attracted Durkheim. Also Comte's notion of consensus

is reflected in another form as ‘*‘conscience collective'

2
in Durkheim.” But, at least on two major points Durkheim
differed from Comte. First is latter's ‘emphasis on the
need for value consensus in modern society' and secondly,

the ‘vieyw that division of labour is inherently socially

31. Pyere Henri, op. cit., p.6.

32, Coser, op. cit., pp.149-50.

——t
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divisive‘.33

The influence of Saint-simon on Durkheim was seqond‘
to none. Saint-5imon was'ahong a few who realised the
direction of change fowards an industrial civilizatioﬁ
containing a new type of division of labour offering
grand iose technological and social avenues fo peOple.34
An organic and rational soclial order could be possible
despite the complexity and differentiation of such a tech-
nological society. Besides, the importance of science,
its application to society and the possibility of construc-
ting evolutionary stages of society together with the
direction of progress were the influence of Saint-Simon

on Durkheim.35

What impressed Durkheim most in Saint-Simon was his
view of Socialism. This was reflected in his ideas of
social reconstructinn in an increasingly industrialising

society,with complex division of labour as the basis of

33. Fenton, op. cit., p.17; Pyere, H., op. cit., pp.23-
24.

34, Pyere, H., op. cit., p.23.

35. Fenton, op. cit., p.16. 1In this context it should
be worth noted that despite his appreciation of Saint=-
Simon‘'s. works on Sociology and Socialism, he praised
Comte's separation of Science from Practice which is
an improvisation of Simon‘s attempts at applying
Science before they gained firm roots.” Thompson,
op. cit., p.33.



sociad solidarity. Socialism, he advocated, but not in a
Marxist or revolutionary framework, because he believed
that not social revolution but p:blonged sociaf évolution
brings substantial social change. He held a view of "refor-
mist socialism® which alone éould help in ‘progressive
.social reconstruction'., For him State, far from being '
an instrument of class domination could act effectively

for social reform by advancing ‘*equality of opportunity'.36

3y following Saint-Simon‘*s footsteps in drawing a
relationship between economic institutions in industrial
society and emerging forms of social‘and political organi-
sations, Durkheim sought to brihg a rapproachment between
the conflictiné Marxian and Comtean views. He attempted
to combine the four Comtean fécus of ‘regulating moral
norms*® with Marxian emphasis on ‘economic institutions'.37
This is in line with his socialist principles of forming
occupational corporations that provide moral regulation
as well as control of the property after abolition of

inheritence.38

e ]

36, Giddens, op. cit., p.17.

[

37. Gouldner, Alvin, "Introduction® in Marcel Mauss (ed.).
Durkheim's Socialism, p.20; Thompson, op. cit., p.33.

38,  Durkheim, Emile, Professional Ethics and Civic Morals,
pp.215-18; also Thompson, op. cit., P.33.
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Durkheim was also influenced by Charles Renouvier,
Taine, Renan an? Gabriel Tarde. The neo-Kantian Philosopher
Renouvier is credited:with bringing to Durkheim*s knowledge
the principle that "the whole is radically different from
the sum of its4parts,“39 Taine and Renan provided insights
and materials for Durkheim to cri%icize‘in course of his
own thedretical formulations, Taine's coneception of racial
determinism in explaining social phehomena. In this he
agreed with Renan. Aalso, he favoured Renan's élaim that
it is not proper té explain the complex by the simple.
Moreover ,on posing society as combination 5f ideas, beliefs
and feelings particulquy moral ideals, Durkheim had no'

10 Durkheim cr iticized the social-

difference with Rgnan,
psychological explanation of Tarde that the aggregate of
*individuals in interaction' constitutes society hence
individual actions, motives etc. are the main focus in |
the explanation of societv., Durkheim recognised the exis-
tence of society as heing different from individuals who
constitute it, It is higher than the mere Sum and Social
‘phenomena have to be explained in structural-social terms

rather than social-psycholegical ones.41

39, Thompsan, Op. cit.
40. pyere, H., op. cit., p.26.

41, Coser, op. cit., p.153. ’
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in his holistic‘and_structufal view Durkheim followed
Espinas. The superiofity accorded to collective conscious-
ness over thatldf the individual and the.wéy'like—mindedness
is produced in simpler'50cieties had their reflection in
the works:of Durkheim. Also the superiority Of‘SOCiety

over the individual had its.influence on Durkheim.42

Three others who stirred the thought of Durkheim were
Spencer, Kéﬂt andvWilhelm Nundt. They were not French.
The individualistic approach 6f Spencer that viewed 'cont-
ract' between individusls lying at the root of social
oéder.wés rejected by Durkheim’ who arguad‘ that such cont-
racts are governed bv age-0ld general norms. The individual
strivinq.for'hapoiness does not account for his social
nature, rather this stirring results out of social condi-
tions in .a particular type of society at*a‘partichlar

historical period.43

Durkheim was critical of the similarity drawn between
human societies and animal societies and the division of
social work with that of the organs of the body./14 However,

Spencer's evolutionary view of movement from ‘coherent

42. Thompson, op. cit., p.37.
43. Coser, op. cit., p.154.
44, Pyere, op. cit., p.24.



18

homogeneity' to '‘coherent heterogeneity' was reflected in
Durkheim‘s views on ‘progressive differentiation' from
.mechanical to organic Sblidarity i.e. from a likeness to
a mutually dependenf unlikeness., In this Adam Smith had

. . , .45
also some influence on him,

The epistemology of general phoiosophy of Kant did
not have that much an impact on Durkheim as his philosophy
of moral duty. The 'hotion"of a-priori or innate catego-
ries of Human mind of Kant had no price in Durkheim's
system of social origin of categories of thought, of time
'and‘place. But Kant's idea of duty and moral obligation
was expressed by Durkheim as the 'desirability’ of moral
acts.46 Wilhelm Wundt‘®s concept of the 'volksseele' or the
‘group soul’ was reflected in Durkheim‘s notion of the
‘conscience collective®. He also inépired Durkheim in
proviiing a molel of scientific research for the social

. 4
sciences. 7

The influence on Durkheim of Ferdinand Tonniess can

be traced to the distinction which Tonnies male between

L[] ) » 174 " . . .
Gemeinschaft and Gesellschaft, For Durkheim, it was between

45, Coser, op. cit., p.154.

£

— s e s e, e o s i S s e

47. Coser, op. cit., pp.155-56.
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mechanical and organic solidarity. But the differerice

lies in Tonnies' characterisation of Gemeinschaft or ‘older
form of social organisafion' to be more organic, more
natural, whereas Durkheim characterised the organic type

to modern form of solidarity.48

The Social coni"—.?iz,eﬁ-mémbs,im

Mannheim was nét cqnfined to a particulaq soc iety,
rather he had tb spénd a considerable period in three’
different societies; ‘He was born in Budapest, Hungary
in 1893, had to migrate to Germany in 1919 after both the
post—wér revolutionary regimes in Hungary collapsed. But
again he had té migrate to England in 1933 when Nazi
atrocities in Germahy became intolerablg and when he was
deprived of the post of Professor of Sociology at Frankfurt
becéuse of his Jewish/ﬁrigin,after the National Socialist
enactments came into force in 1933.49 Therefore we have

to analyse the social contexts of Hungary, Germany and

England in order to understand their inf luence on Mannheim,

s it i e

The_Hungary Context:

Mannheim wWwas born in a Jewish middle class of

Budapest and spent his formative years in Hungary. This

48.  Ibid.

49, Kettler, David, Volker Meja, Nico Stehr, Karl
Mannheim, p.11: also Remmlinqg, op. cit., p.xii.

— . - ot
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period of Hungary was marked by almost a total absence

£

of any creative irnovation in the 'social and political

spheres. The societal forces were responsible for this

state of afféir,so

While'tﬁe majority of the middle class in the city
were the commerciél Jews, the power-base remainedlin the
countryside that wasLtraditional)and*anti—semitic151 New
ideas had no place in such a society where labour was
undermined and both church and landholders had a decisive
dominance over the tradition-or iented peasantry. The
Social-Democratic party»and the union activities dealing
with labour issues were more concerned about immediate
problems of a day-to-dayv nature.52 The 'dominant aristo-
cracy’ aﬁd the 'impovérished gentry* subservient to it
strived at maintaining the status<quo. The Jewish middle
class, instead of challenging this social .arrangement
preférred to remain as conformists aﬁd rendered their
service to the o0ld regime, in order to keep its ‘*monopoly

-~

on financial and commercial affairs' in tact, The ‘'paro-

(g

chialism' and ‘conformity* of the capitalists was shared

50. Loader, op. cit., p.1C; Coser, op. cit.., p.457.

51. Coser, op. cit. Remmling described, "Hungary was
held in estetes belonging to the socially and poli-
tically dominant magnates who were the favourites -
of the court." op. cit., p.16,

52. Loader, cp. cit., p.1C:; Coser, cp. cit., p.1C.
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by the intellectuals. The society gave an overall static

picture.53

The first deca&e of the twentieth century witnessed
the growth of a small but progressively-oriented intelli-
gentsia mainly concentrated in Budapest. Challenging con-
Rormity to the traditional sétting, they-emphasised the
jportance of intellect and learning and the need to change
;e society.s4 Though they espoused the cause of democracy,
but an elitist stance was found in their position, when
they believed change to follow from their ideag. These
were the intelligentsia of a‘free-floating nature not tied
to anv party, class or the functioning of the society. They
considered themcelves to be guard&ans of the interests of
the whole society when those at the helm 6f power were

busy in furthering their own interests.s5

But they could not identify themselves with the
important segments of Hungar ian population, with the labour
movement and on the other hand, had to fight the opposition
from the conformist middle class and the traditionally

minded academic circle.56 The intellectuals placed

53. Loader, op. Cit.; Coser, cp. cit.

54. Loader;‘gp. cit. 3&???

55. Coser, opn. cit. o P?742 Co ) -)
] bbb RN

56. Loader, cp. cit.
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themselves cver the peasantry and the proletariat who
they could not unite because of the vast differences exis-
ting between the city and the countryside. .They‘atfempted
to unite the progressive cultural elements of the west

with the o0ld Hungarian culture.57

However, the reformist Budapest intelligentsia had
internal divisions. There were two important groups, cne
led by Jaszi and the other by Georg—Lucka¢§. Lukacs group

A etc,,
opposed we;ternnoriented group of Jaszi,[/ and their
positivisiic and social emphases. They érgued that a
rational social science and poliﬁics could not be alter-
natives for the decay of the traditional cﬁlturm,'rather
a 'new cultural totality' had to be constructed. The ir
commitment to social changé was Eouéhed in rather idealist
terms i.e. that of the creation of a new culture instezd
of a new society.58 However, both the groups were =against

the traditional forces differing mainly on the nature of

goals that the intelligentsia had to advocate.

Though Mannheim was initially inclined to Jaszi,
later he came under the influence of Lukacs. He remained

primarily an academician in line with the  political

57.  Ibid., p.11.

———

58,  Ibid., p.13.
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position of Lukacs groﬁp. A bourgeoisie-sccialist govern-
ment was formed under the leadership of,Michael Karolyi
after the first revolution in October 191&8.,. But it was
replaced by a Communist Soviet Re?ublic led by Bela Kun
after the second revolution in March 1919: But the Commu-
nist Government was shortlived when the forces of admiral
Horthy came to power in July 1919. Many intellectuals
including Mannheim were forced into exile.. The Yungarian
exper iences led Mannheim to identify the nroblem of
change 3and adaptation in cultural rather than socio-
economic terms. He believed in accelerating,rather than

5¢
retard ing change. ™~

The German context:

Though Germany presented a static picture in the
twenties, but it was far from a static society, It con-
tained groups belonging to conflicting ideological camps.
The social structure characterized by a industrial-tradi-
tional order was not af fected much by the revolution of
1918. The authoritarian structure continued with the
Judiciary, bureaucracy and military exercising power as
they were in the preceding Kaiser regime. Aalso, till

1933, they kept in control the forces of change unleashed

59. Loader, op. cit., p.15; also see Remmling, op. cit.,
p.17.
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by the revolution and the establishment of the Weimar

Republic.60

German‘unlike Hungary, experienced a strong labour
movement which, of course, could not muste£ sufficient
strength to challenge the existing state of affairs’and
bring about radical social changes. Its dominant Sdcial-
Democratic wing, after 1918 had some share in the state
. pOWef and remained busy in extracting benefits from their
of fice and position. The revolutionary socialists, consi-
dering the Weimar Republic as the best possible order
despite its loopholes, were not interested in any radical
reorganisation of society. The communists got’a shat tering

blow to their revolutionary hopes in 1923.61

The Left-wing intellectuals were frustrated with
both the communists and the SocialDemocrats. They now
confined themselves to political and social criticism.
The basic debate in the German academic circle was between,
those who favoured and strived at maintéining the ‘atomis-
tic—organig)nature of society and the section of the intel-
ligentsia favouring the develOpment'oftnomadic individualism:

b

While the essence of former was material, the latter had

60. Coser, op. cit., p.459; Loader, op. cit., p.15.

61. Coser, op. cit.:; Remmling, op. cit., p.20.



écspiritual essence:62 Whereas, former wanted to revert

to the state before the first World War, the latter welcomed
the new forces of Weimar and wished a rappKOachmept between
the old elite with the new industrial and democratic forces;
and development of nationai.spirit along democratic lires.
In a politically charged atmosphere, they adhered to the
traditional values of culture giving it a primacy over

other things, thus generating a sense of crisis.63

Under thése circumstances Mannheim found the concept
of cultural organism not sufficient to link his old Hunga-
rian culture and the new German culture., The dilemma
of an organic unity and the need for change led him to
propose a synthesis between these two, But the rise of

Hitler 's Nazi power forced him to migrate to Britain.64

The English context:

Mannheim's emigration to England was the experience
of a totally different nature than that of Germany. Here,
he confronted a society and culture that required careful
readjustment because in the academic circle he was consi-

dered a refugee only. Moreover, the nature of the social |

62, Loader, op. cit., p.1&.
63. Ibid., p.25.

64. Ibid., p.27.
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>

contexts differed so much in their political and social
arr angements that he had to shift his emphasis., The
interest in 'sociology of knowledge® was replaced by a

: t
‘sociology of democratic planning' and 'social reconstruc-

tion‘.65

Large-scale unamployment and faulty economic develop-
ments characterized England'in the thirties, a situation
that was similar to Germany. The progressive intellectuals
looked for reorganization and change, but differed among
them'regarding the nature of such change and reorganization,
Some thought of radical changes, some opined Fabian type
of reforms while others argued reform and capita%}sm to go
tOgether.66 Mannheim's interest was directed at this stage
towards analysing the crisis of liberalism and the social

and political developments resulting from this,

During the thirties English society experienced a
contradiction., The emphasis upon change was countered
by the advocates of stability who hal an upper hand because
of their positions in the 3ritish Government. 'Even a
majority of the people appeared to be supporting order

and stability. This might be because of the fear that
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change would lead to chaos and anarchy.67 Mannheim advanced
his theory of social planning as a way-out of this contra-
diction in which he assigned a responsible rolé to the social
scient ists, who occupied an intermediary position between

the masses and the power-wielding'few.68

The Second World War changed the situation in line
with Mannheim's thinking. The Labour party replaced
Churchill and the laissez-faire Government was replaced
by one of welfare-state. Reforms were undertaken to cover
all aspects of life, Mannheim now could draw attention for
his theory of social planning, as the English people who
earlier were reluctant for any change and preﬁerred stability
apprehending chaos etc. to follow from change, now came
to recognise the importance of social change and social
'plan_ning.69 But, the war-crazy German masses made Mannheim
apprehensive of the fate of democratic societies lacking a
strong ideological unity. He was afréhi of their 1énding
up into totalitarian systems,- He believed, the theory of
highly rational socjial planning has to be supplemented
with the 'ethical and religicus values of western humanism‘.
In this mass education has the crucial role of mobilizing
67. Ipid., p.150. ;

68. Remmling, op. cit., pp.xii-xiii,

6 9. Loader, op. cit., pp.150-51,
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the 'emotional and Volitional forces‘.70

The stability of the liberal-demoéracy in England,
unl ike Germany, where democracy could not meet the éhallenges
of 50cio-e¢onomic disturbances, impressed Mannheim and re-
established his faith in democracy. The English society,
he viewed, wWas marked by a *'spontaneocus collectivism!
that transcended both 'complete individualism' and the
'complefe absorption of the individual'.71 The spontaneous
collectivism was reflected in the capacity of the individuals
to control themselves and conform to the interests of the
society. But Mannheim still felt‘democratic planning was
necessary to confer 'rationality’ and 'reéponsibility‘ to
that spontaneous collectivism so that the problems arising
in the complex, industrial society could be adequately

dealt with.72

Towards the end of his 1ife, Mannheim tried to formu-~
late his political sociology in the -context of the post-World
War II superpower rivalryv., A cold war continued, that
witnessed growing misuse of political and military power .
and the race for nuclear supremacy posing the menacing
threat of another World War. Against this he advocated a
vigorous 'planning for freedom' through ‘fundamental’ and

4
'militant democracy' as the only panacea to this th:eat.73

p.xiii,

70. Remml ing, op. cit.,
71. Loaler, op. c¢it., p».152.
72.  Ibid., p.153.

73. Remmling, op. cit., p.xiii.



The intellectual connections:
Since Mannheim lived in three different societies
the influences that worked on him were.many., The scope

of this chapter allows only a brief analysis of these,

Dur ing his university days he was influenced by the
‘positivistic', optimistic, and ‘reform-oriented' ideas
that prevailed in the intellectual sphere, which he could
not totally leave,though in his latér writings he criticised
many aspects of these ideas. At this time he also took an
interest in the philesophical and not the writings on formal
sociology of Sirnmel.74 His lecture on 'soul and culture'
had imprints of Simmel's analysis of culture, The influences
were apparent particularly in the differences between subjec-
tive and objective culture, between the individual actor
and his objective culture. The Simmelian interpretation
of cultural crisis when the objective culture stunts the
initi atives of the individual was reflected in the writings

of Mannheim.75

Mannheim's Hungarian days cam2 under a strong
influence of Lukacs, particularly latter's contribution

to aesthetics. Mannheim like Lukacs (before 1917 since

74. Coser, op. cit., p.450; Remmling, op. cit., p.14.

75.  Ibid.
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Lukacs' conversion to Marxian took place between 1917 to
1919) assumed a metaphysical, idealist stance in showing
the interconnections of the cultural elements énd'raising
aesthetics to a level of métaphysical absoluteness so that
the principles related to the formation of new cultural
elements and their expression coculd be comﬁrehendéd.76
Mannheim and Lukacs give an impression of having similar
intellectual-connections sﬁarting with neo-platonism of
Dithey and Simmel, phencmenolojy of Hussert and neo-

Kantianism of Rickert, Lask and Max—Weber.77

Mannheim was attracted to the revolutionary character
of Marxism and recognised the historical role of proleta-
riats in overthrowing the bourgeoisie, Proletariats were
the social carriers of an ideologv oriented towards the
future, fhev hal no tradition except the antagonistic
bourgeoisie. They created their trailitions when they
organised themselves into a class.78 But conservatives
‘had a tradition in the past. Their ideologyv came as a

react ion to the emergence of capitalism and industrialism

and in support of the pre-capitalist social reiations.79

76. Remmling, op. cit., p.13.

17. Ibid,

78. Mannheim, Karl, “"Conservative Thought" in EsSays in
socinlogy and Social Psychology, (ed.)Paul Kecskemeti,
p.101.

79.  Ibid., p.91.
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But Mannheim did not accebt Lukacs' view that,prole-
tarian thought was the only true reflection of reality,
and thoughts linked to other classes were ideological
distortions. He could not grant absoluteness to Marxist
thought and claimed that all thought was linked to its
socio-existential reality. This was perhaps because of
the influence upon him,of other relativistic ideas in
Ger man historicism.SO But the interconnection of ideas
to the action of men in the social structure was definitely

a Marxist influence,

Mannheim was impressed by the *“synthesizing" and
"an ti- gtomistic®" aspects of Gestalt'psychology'that argued,
an understanding of the part must be pursued in relation
to the whole., This helped Mannheim in placing the ‘'histo-
rical events' or cultural products in their proper histo-
rical and structural context.81 The writings on culture
and intellectuals by Alfred Weber had some bear ings in

the works of Mannheim.82

Alfred Weber's distinction between
a 'Process of Civilization' and a ‘movement of history®

was supported by Mannheim,

— ——

80, Kecskemeti, P., "Introduction™ to Karl Mannheim,
Essays.on the Sociology of Knowledge, pp.84-85.

81. Coser, op. cit., p.453.

82.  Ibid.



According to alfred Weber culture implies 'irrational’,
*psychic-emotional ' phenomena like art and religion which
could be grasped only through intuition, whereas civiliza-
tion means a 'linear progress' in which a scientific, techno- A
logical system develops gradually and cumul atively, These |
developments can be explained with the help of methods of
natural sciences.83 This promptea Mannheim to investigate
the dualism between natural sciences and human sciences.84
The natural sciences lack meanihg and value and the subject
has no importance since objects of nature are same for all
subjects, But human or culturél sciences canmnot be explained
without the ‘creation, interpretation and communication® of
meaning.85 A change in such meaning from one generatien
to another also changes the problems and issues of culture,
Therefore, the method must vary from physical éciences.

On this ground he dif fered from Alfred weber .

The concept of 'socially unattached intelligentsia®
formulated by Alfred Weber and their role was echoed in
the writings of Mannheim. The neo-Kantian influence'on
Mannheim came through Rickert and Windleband in their
83. Remmling, op. cit., p.32.

84, Loader, oo. cit., p.39.
85. Toid.

86. Remmling, op. cit., p.32; Loadler, op. cit., p.SS.
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assertion that methods of natural sciences are not suitable

for analysing cultural phenomena.

Husserl's phenomenology stressing the active relation-
'ship between the subject and the object of knowledge was
appreciated by Mannheim. There is an 'intentionality! whén
the subject is actively engaged in knowing the object of

knowledge.88

Both Scheler and Mannheim had roots in
Husserl's phenomenology. Séheler made a distinction
between ‘esszntial knowledge*® and 'factual knowledge'.
Through phenomenological, factual knowledgé, the t'eternal’,
*immutable' value essences or essential knowledge can be
approached. This was rejected by Mannheim who later
advanced the active role of ideas like Troeltsch and

Lukacs and the correlation existing between ideas and

. 8
their social bases. 9

Mannheim praised Xant's philosophy of ‘conscious-
ness' for excluding the 'dogmatism' attached with the onto-
logicél explanations., The world according to this philoso-
phy, is no longer taken to be immutable, an existence
independent of the mind of men, but depends on the cogni-

tive faculty of the subject for the form attributed to it.

87. Coser,'gg. cit., p.453.
88. Ibid., p.454; also Loader, op. cit., p.57.

89. Coser, op. ¢cit., p.454; Remmling, op. cit., p.40.



34

Hegel also showed'the same relationship between conception
of the object with the activities of the mind.go Hegel's
‘dialectical’® method helped Mannheim to formulate his
‘dialectical-rational’ method for explaining the evolutionary
changes in the philosophical,and historical spheres. This
also helped him to counter the chafges of ‘relativism!®
levelled against him since everyv'new cehtfelof intellectual
organisation' is characterised‘as qualitatively higher than
the previous one thus maintaining'the overall truth value

of the philosovhical process.91 Development cannot be
taken as the progress of a ‘single static system' unlinea-
11y nor of many autonomous systems but represents a process
in which elements are organised continuousiy forming new

9
centres, 2

Mannheim considered, among others, the 'versthen'
method developed by Max Weber as useful for the historical
analysis of the values and standards of the past by the
present observer. Mannheim credited Weber for combining
the 'interpretative understanding' of social action
{(ver sthen) with the ‘'‘causal explanation of its cause and

effect'. However, Mannheim noted, he has not satisfied

90. Remml ing, op. cit., p.23.
91,  Ibid., p.33.

92. Loader, op. cit., p.57.



with the one-sided emphasis of causal explanatiohs in the
theoretical works and interpretative understanding in the
histor ical writings. This Mannheim tried to modify with
his categorisation of three levels of meanings:93 (1) objec- .,
tive meaning - where knowledge of the observer of the
given social context is sufficient without requiring the
use of meaning or consciousness; (ii) éxpressive meaning -
that includes the 'knowledge of subjective' intentions by
the observer; and (iii) documentary meaning - expressing
neither the objective context nor the subjective meaning,
"but the unintentionality involved in the action as a part

of the total personality of the actor.94

Mannheim was of the opinion that with the documeﬁtary
method the ‘spirit of an era' could be grasped and the
theories constructed with its help gave a picture of the
social structure., This is because, the ‘social space’
and 'historical time' of the propenent affects such theories.gS

Thig he later elzborated in his sociology of knowledge.

The influence of pragmatism on Mannheim is reflected

in his works on planning and reconstructien. The roots

93, Remmling, op. cit,, p.2%.
94. Ibid.

9s. Ibid., p.26.
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can be found in the works of Dewéy, Mead and Cosley. 1In
'Man and Societv in an Age of Réconstruction' he stressed
the importance of pragmatism for ‘social planning' and
*interdependent thinking‘.9§ These writers, particularly
Déwey, drew his attention as to how one can reach the
gener gl from the particular, e.g. from individual inter-
actions to a macro-level of social and philosophical re-

. 97
construction.

The psycho-analysis of‘Freud and others gave him
insights to consider war, fascism etc. as psychological
abnormal ities., Mannheir stre=sed the need for a ‘*‘socio-
logical psychology' that would combine analysis at a
psychological level and 'instituticnal analysis' at . a
socioloquej level, The intense anxieties to which men
in modern, industrial societies are exposed, the insecu-
rities ¢t a coliective nature etc., he believed, cculd
be explained with the help of the 'sociolcgical psycho-

logy'. In this the works of Harold Lasswell etc.

0
[¢h]

influenced him a lot.

i e T T b7 A o e R i

9, Mannheim, K., Man and > Society in an Age of Recons-
truction, p.206; Coser, op. cit., p.4%56,

97. Coser, op. cit.

98. Ibid., pp.456-57,
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The works of T,S. Eliot,Middleton Murry etc. caused
him to ponder over the role of religion and he came to

. Q
believe in the integrating role of religion.gJ

The Rationale for Comparison:

The views of Mannheim and Durkheim on education in
relation bto society cannot be ignored in tracing the
history of the growth of sociology of education., The
analysis of their social contexts showed the turbulences
in the social, economic and political spheres. They were
men of their times responaing to the méjor problems that
resulted from the instabilities in these spheres. These
instabilities were characterised by rapid changes in the
- political power relations affecting the socizl and economic
spheres. Both of them reacted to the authoritarian ten-
dencies in political power positions., While Durkheim
witnessed changes in thé correlation of forces in the
political life of France linked to 1its economic development,
Mannheim experienced the socio-economic and political 1life
of three different societies which led to his change of

emphasis albeit trying to maintain some continuity in them.loo

99,  Ibid., p.457.

100. Remmling Gunter divided Mannheim's areas of interest
into dif ferent phases. See Remmling, G,, The_Socio-
logy of Karl Mannheim, 1975, pp.6-8; also see his
"Kar 1 Mannheim: Revision of an intellectual Portrait",

Sociel Forces, vol,4C, No.1, October, 1961, p.24.
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Durkheim was upset by the development that led to
a growing egoistic individualism, an increase in suicide
rates, social conflict etc, which he termed‘as path010gic§l
having a disintegrating effect on social solidar ity.
Mannheim also stressed this in differentiating social
disintegration from social change. The social disintegra-
tion is reflected in various forms of mass-irrationality, .

mass-unemployment and the tendencies to go for war etc,

Durkheim prescribed an element of morality and
ethical code to be developed in all social, occupational
. and political spheres to counter the ills of a fast-
changing industrial society. Mammheim also stressed the
need for developing a morality that makes the task of
elites easier in undertaking a democraéic planning of
reconstruction to act as panacea for the disorders of
society., Durkheim sought a restoration of the social
- equilibrium and a stable social order, whereas Mannheim
put stress up on a dynamic equilibrium which *established®
and 'reestablished' sooner than one could expect it to

be.101

101. Durkheim's views on this has been discussed in the
context of the growth of Sociology of Education.
For Mamnnheim, see Mannheim, Karl, Freedom, Power
and Democratic Planning, p.308; also see Remml ing,
G., Cp. Cit., p.16; Loader, Colin, The Intellectual
Development of Karl Mannheim, p.175.
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They had an aversion for revolutionary solutions
and a radical restructuring of the whole society. This
is because of their stress upon consensus and co-oper ation

as the mechanisms of the survival of society,

Objective of the Study: »

Against this background the comparison between Emile
Durkheim and Karl Mannheim is undertaken to find out the
similarities and differences between these two writers.

The comparison derives its justificatioﬁ from the fact

that, though there are plenty of works on these two writers
sepa;ately but no substantive work has been done comparing
these two, especially, in the field of.sociology of educatiom
though they still influence works in this field considerably;
A detalled comparison will point out the wide-ranging
contribut ions of these two sociologists including the
similarities and di fferences between them. In other words,
this study aims at making a comparative analysis of the

views of Emile Durkheim and Karl Mannheim on education as

-related to society,

Sources of data collection:

As this study is purely théoretical in nature, it
is confina2d to the review of literature. The works done
by Durkheim and Mannheim and also the works written on
them form the sources of literature for this comparative

study.



40

Scheme of Chapterisation:

The study has been divided into four chapters. The
first chapter has discussed the development of sociology
of education to locate the place of Durkheim and Mannheim
in this development, their so¢ial context that indicates
whether their theoretical works were connected to the
social issues of their time and the intellectual influences
acting upon them, and lastly it contains the rationale

behind undertaking the comparison between them,

The next chapter,i.e., the second one, is devoted
to an analysis of their approach tc the understanding of
society. It would be difficult to understand their views
on education without discussing their views on society
and the relationship between these two which will be
discussed in the third chapter. The third chapter compares
their views on education. The fourth and the iast chapter
presents a summary as well as the conclusion. It also
discussed the relevancé of their ideas on education to

the contemporary Indian society.



CHAPTER IT

DURKHEIM AND MANNHEIM -
THEIR APPROACHES TO SOCIETY

. e et s e e it o

~Though the contending theoriesrahd schools of thought
with their many variants differ on the point of the ideal
type of society but they all agree, at least, on that
certain degree of interaction takes place émong the insti-
tutions of society, e.g., between education and economy,
economy and polity, educatién and pdlity and so on. The
question as to which of these institutions is the ultimate
decider or has the ultimate control upon the other institu-
tions is differently answerad by these theories and the
schools. For example, the function of a particul ar insti-
tution in the same capitalist society is viewed differently

by the functionalists and the Marxists. )

When the institutions are in interaction with each
other, one may either start with the particular inétitutions
and then moves up to macro-analysis of society or start with
the macro-system and examines his views on it by analysing
the micro-systems or particular institutions. One may not
adequately draw links between these two systems’but unless
an analysis of his view of society is undertaken it becomes

difficult to know whether thé proper links exist or are
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lacking., Moreover, an isolated analysis of one's writings
65 a particular institution does not clarify many things
which are mentioned in other contexts, particularly that

is the end-in-view of the writer. 1In this chapter their
ideas on social change, social control and social order

in relation to the institutions of society will be discussed
which will help in placing education in the social context

in its relation with other institutions of society.

Durkheim's approach to society

Durkheim presents an evolutionary view of social
change. 1In this evolutionary perspective he identifies
two forms of society, namely, one characterised by mecha-
nical solidarity with simple division of labour and the
other marked by organic solidar ity with complex division
of labour. The transition takes place from the éimple or

primitive type of society to a modern, complex, industrial

society.

Along Wwith this transition there are changes in
the institutional spheres. The institutions in the modern
context are also geared to bring solidarity and maintain
the social equilibrium. But now they function according
to the changing needs of the society. For example,'the
change in the nature of sanctions from the 'repressive'
to the restitutive type. While the repressive law is

punishment for the sake of punishment until the passion
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that the crime has evoked dies down, the restitutive law
intends to bring back the normal state of affair by creat-
ing a fear of punishment not for avenging the of fender

but for defending the society. Whereas the repressive

law functions to surrender the individual cémpletely before
the collectivity under coercion, the restitutive law
recognises the freedom of the individual from the strong
collective conscience of the mechanical solidarity brought

about by the increased division of 1a‘bour.1

The division of labour has replaced the strong
collective conscience of the primitive society as the
basis of solidarity in the modern, complex, industrial
society. Now everyone does not have to act mechanically
like the other members of the group, but a differentiation
of social functions has taken place, These social functions'
now require specialisation and expertise as no one can
perfbrm all the functions but a particular one. This
has made room for individual talents and creativity and
a realisation that the growth of iﬁdividuality is necessary

for a healthy performance of the division of labour. The

1. Emile Durkheim, The Division of Labour,
pp.6 9, 85-89, Durkheim argues that the punishment
for the same of fence decreases in organic type of
socilety because the attitude towards crime and
views of the function of punishment have changed.
It is now essentially one of re-establishing social
harmony. Ibid., p.127; also see Giddens, Anthony,
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respect for the individual dignity is a result of this
development, Moreover, the functions are not isolated,
but an interdependence and co-operation exists among the

members and the institutional sspheres in which they operate?

We do not have to go into the details of the factors
that account for the growth in the division of labour or
the mechanisms through which it takes place.3 It is impor-
tant to note that Durkheim related the progress of the
division of labour and the specialisation of functions to
the needs of the society.4, When the existing conditions
no more satisfy men, the needs of the society change.
There takes place a change in the social organisatiodn,
the type of division of labour being a reflection of it,
But Durkheim, unlike the economists, does not consider the
division of labour to be a purely economic one mainly
concerned with greater production,which of course 1is

necessary but not sufficient reason of the division of

a— ——

2. Durkheim, op. cit.
3. The causes of the growth of division of labour

Durkheim gives as the increasing moral density that
results from a growing material density. The mache-
nism involved in this is the Darwinian principle of
the struggle for existence and the need for diffe- .
rentiation. 1Ibid., pp.266-68, for the growth of the
division of labour see pn,257-62; according to
Kenneth Thompson the theory of change descr ibed in
the Division of Labour consists of an 'interplay
between mater ial and ideal factors', E. Durkheim,
op. cit., pp.83-84,

4. Ibid., p.272.



labour. For example, specialisation of functions, Durkheim
argued, 1s not solely for more production, but for better

ad aptation to the changed circumstances.5

The division of labour, according to Durkheim, calls
for both material and moral links among individuals. If
the sense of competition brought about by the division of
labour is not regulated by linking it to a feeling of soli-
darity, it will have damaging consequences for the society.6
The social solidar ity is provided by the division of labour

through the development of a law and a morality.7

Mor ality
becomes a source of solidarity when it:compels man to be
conderned about others, regulates his conduct and prevents
him from the mere strivings of his ego—satisfaction;8
Social solidarity depends on a moral order and the division

of labour can bring social solidarity when it establishes

this moral order.9

The division of labour, Durkheim argued, brings
organic socliderity under normal circumstances. But it

is not directed to this end and even has contrary and

5. Ibid., p.275.
6. ;ggg.,‘p.277.
7. Ibid,, PeXX1iv,
8. Ibid., p.398.

9, ;EQQ., p.4C1,



46

negative results when some abnormal forms are developed

in it. Labelling tﬁese as the 1ills of capitalism, Durkheim
catégorised them into three types:10 (1) The anomic division
of labour, (2) the forced division of labour, and (3) ano-

ther abnormal form (the improper co-ordination).

The anomic form of the divigion of labour is charac-
ter ised by the absence of the set of rules that spontaneously

establishes relations between social functions.11

This,
according to Durkheim, “either does not exist, cr is not
in accord with the degree of development of the division

of labour."12

The proofs of such a state of affair Durkheim
adduces in the industrial or commercial crises that shows

a lack of édjustment of social functions and the conflict

be tween labour and capital. The beginning of the fifteenth
century, unlike the middle ages was marked by a sharp
division between masters and workers, the forme¥ having

all the decisive powers., The rise of specialisation,
instead of bringing more solidarity brought more conflict.
Durkheim calls this absence of regulations,or laws governing

relations between labour and capital as a state of

10.  Ibid., pp.353-54,
11,  Ibid., p.368; Fenton, cp. cit., pp.53-56,

12.. E. Durkheim, op. cit., p.366.
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'juridical indetermination'.13

In this context Durkheim also pointed out the
importance of suf ficient contacts between the organs of
a system, with the expansion of the market, the distance
between the producer and consumer has increased, making
it difficult for the former to know the needs of the
latter., The regulations on production has alsd slackened.
All these explain the reasons of periodic economic crises
arising out of a breakdown of equil ibr ium between demand
and supply,14 There is the need of a new type of social
organisation,to cope with the changes brought about by
increasing industrialisation, namely, changes in the
relations of employers and employees, replacement of men
by machine, regimentation of the worker from the emplovyers
and from his family. A new type of social organisation
with adequate regulating mechanisms does not evolve,because
of the rapidity of the changes that does not give time

for the different conflicting interests to settle down.15

When the worker is considered simply as a machine
repeating the same work without under standing the meaning

of his collaboration with others, as he does in normal

13. Ibid., p.367.
14. _I_p__i‘gol p. 3700

15.  Ibid.
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conditions, the division of labour becomes abnormal.16

Thus Durkheim concludes that the division of labour has
to be viewed as a source of solidarity and not simply a
means of increasing the social produce as the economists

consider it.17

The 'Forced division of labour® is for Durkheim the
second abnormal form of division of labour. This indicates
a lack of harmony of individual with his function because
the latter is imposed upon him by force.18 Durkheim gave
the example of conflicts taking place in a caste or class-
based societies. Class-war is the result of imposition of
functions on people according to custom or by law which
differs from their tastes and aptitudes. Between heredi-
tary dispositions of an individual and the social function
he has to perform there is vast possibility for change on
the basis of changes in his intelligence, tasfes and
ambitions. When this is not recognised the sufferinés
of the individuals tend to be ventilated through class-
wars, Similarly, the caste system is not just)if it does.

not reflect the occupational diversity but a situation

16.  Ibid., p.372.
17.  Ibid., p.273.

18. Ibid., p.xxii; also see Thompson, op. cit., p.81.
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where people are forced to do certain functions that they

do not like.1g

According to Durkheim, in both these cases people
are constrained by an external force to perform certain
functions. In the normal condition, the division of labour
is one in which "social inequalities exactly express
natural inequalities®™ and it makes people happy through

the realisation of their own nature.20

Inequality he
considered to be abnormal that is external to the division
of labour and equality consists in linking individuals to
one another and also to link them to their functions.21
He cites contract as an example of external condition of
inequality. The external conditions of contract should

be equal,which means the contracting parties must have equal
social worth in terms of their labour. But the possession
of resources helps certain class to abstain from labour
that makes the contract unjust in which all hereditary

and status inequalities are sanctioned by law.22

—— ) S o e o o et Dt

19. Ibid., pp.374-75. The writings on Forced division of
1 abour shows Dur kheim's concern for social justice
and eguality, an equality of opportunity in the
external conditions in which people occupy diverse
positions according to their merit. See Giddens,
op. cit., p.32; Thompson, op. cit., pp.81-82.

20. E, Durkheim, op..cit., pp.376-77.
21.  Ibid., pp.381-82.

22, Ibid., p.384; also see Fanton, op. cit., p.101.



o)

The contractual relations, Durkheim ﬁaintains, are
not well developed and the existence of a strong collective
conscience more or less neutral ises whatever injustice
emanates from the external conditions of it in the primitive
society. But the.development of a3 common morality cont ain-
ing the ideal of equal ity and equal dignity of man now
questions all forms of unequal contract and injustice in
" modern society. Durkheim pointed out the essence of liberty
as the "suocordination of external forces to social forces™",
where man raises himself above nature and dominates it to
create another world called society where the laws do not

have amoral, fortuitous and absurd character.23

The third abnormal form, Durkheim identified, was one
in which *"the division of labour does not produce solida-
r ity because the functional activity of each worker iS in-

24

gufficient." Wwhen the functions in an industrial., commer-

cial or any other enterprise is so distributed as to provide
insufficient material for individual activity there is an .
econoﬁic waste because of loss of effort, But Durkheim was
interested in another fact - "a more or less great lack of
co-ordination of these functions."25

23. Ihid., p.387.

24, Ibid., p.xxiii.

[N
.
~

25. Ibid., p.389; also see Fenton, Op. C p.59,

|
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The solidarity is disrupted when an "emplovee in a
business is not suff iciently occupied®". This results in
a bad adjustment of the movements to one another and a lack
of unity in the operations. What 1s expected to avert
this danger by an intelligent, scientific man-in-charge
is to do away with all useless works and to distribute
the work in a manner so as to keep the employees engaged
with their functional activity enhanced., Moreover, a
growth ci functional activity contributes to the growth
of sclidar ity, when the functions are more cont inuous and

26
well co-ordinated. Because "being more continuous,
they are in a much closer relation and more continually

- 27
have need of onoe another, "

Normally, the division of labour develcps alcng
with a proportionate growth in the functicnal activity.
Also, it causes the functions to be more active armd conti-
nuous. Because, as econcmists argued, in the absence of
division of labour one has to pass frocm one occupation to
anocther. Durkheim gquotes Marx, saying that the division
of labour helps to make up for the lcst time as it "con-
tracts the pores of the werkirg day“. Secondly, as the

division of lapour develops, so also the tslent and an

26, E. Durkheim, cp. cit., pp.2€93-22,

27. Inid., p.3%2.
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increased functional activity results from an increased

complexity.28 '

So far,we have been analysing Durkheim's account
of social change in an evolutionary perspective in which,
the division of labour arises out of the needs of society.
This need is to place individuals into various positions
which are interdependent. This is demanded by the complex,
industrial society which needs organic solidarit§ to replace
the mechanical one,that no more fulfills the conditions of
the changed circumstances, Moreover, for Durkheim, that is
vital to a just stratification of the society,because
division of labour only reflects social inequalities in
terms of the natural inegqualities 1i.e. talené, aptitudes,
tastes etc. But inegualities in the external conditions
of division of labour,like property, social ranking as in
the caste system etc. based on ascriptive criteria are
unjust. In this context,he di scusses the abnormal forms
of the division of labour. For the division of labour
ﬁ&t to show abnormal forms Durkheim stressed the need for
developing a moral order appropriste for the modern,
industrial society to build up a strong collective con;
science to be reflected in the organic solidarity of the

people,

28, Ibid., p.293.



Dur kheim relates the development of such a moral
order to the need for societal controls, He argues that,
morality is what binds an individual to the society. But
when the needs of the individual incessantly increase and
he strives for the fulfilment of these needs;hé does not.
show any concern for others and for'society. The survival
of society is threatened when this individualistic attitude
dominates, Therefore, social controls are necessary to
reduce the needs of the individual only to the-vital needs.29
Further, he conténds that when the society functions with
proper regulations,the individual gets an idea of what

should be his ambition so that he does not go beyond it.30

But when the influence of the society on the individual
is eroded and there is no control acting upon him, the
individuals are leff on their own. The individual finds
it difficult to decide what would be the appropriate beha-
viour as the societal norms which help in maintaining
social equilibrium are no more effective. This state of

. 3
relative norrilessness Durkheim called "anomie".‘1

29. Durkheim, Emile, Suicide, p.248.
30. Ibid., p.250 - According to Thompson the main
concern of Durkheim was to bring a reconciliation

between individual freedom and social solidarity,
29- Cit-l p- 87.

31, Ipid.
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In the complex industrial society there is speciali-
sation of the roles,and expertise is needed for various |
roles, Such a society provides abstract rules that the
individual has to apply to particular situations. wWhile
the absence of such things accounted for the strong collec-
tive conscience in simple societies, an industrial society
is now relatively free to take decisions snd to apply the
abstract fules to concrete situations.32 In this,he needs
the co-opefation of others and also co-opefate with others
to perform their roles. When this type of an adjustment

is not there because people are not properly socialised,

it is called a stste of anomie. Why does this happen?

The answer to the problem of anomie, which is a
deviation from the normal course of éonduct, Dur kheim
sought in the process of social change. When social change
leads to a situation when the old institutional arrange-
ment is not properly replaced by a new one, it leads to
much anxiety and indecisiveness., The collective judgement
of mechanical solidar ity makes room for individual judge-
ment in organic solidarity. The set of traditionsal valués
and faith are replaced by another one, but the rapidity

of the change does not allow enough time for people to

——

32. Durkheim, Division of Lsbour, p.369,
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ad just to this new type of values, This gives rise to
social conflict, social disintegration in whicg people
are led to commit suicide. Suicide rate remains.stable
over 3 period of time in a3 society., But it becomes a
matter of concern when this rate is suddenly acceler ated,
for example, due to ineffective adjustment of the people

-~

to social chamgre."3

Durkheim draws a relationship between the rate of
suicide and the degree of solidarity in a society.  In the
altruistic type,individual sacrificeé himself for the cause
of the group, collectivity or the society showing a strong
social bond acting onn him., In contrast to this, 'egoistic’
and 'anomic' forms show the weakening of this social bond.
Anomic suicide indicates wezkening of the normative regu-
lation guiding the individual conduct,due to rapid changes
that leads him to commit suicide. Egoistic suicide is the
result of & weakening of the social bond between the indivi-

dual and societylbecause of detachment that throws individuals

. 34
to thelr own devices,

33.  Ibid., p.370.

34, Apart from these three forms Durkheim talks of a
category of ‘fatalistic suicide‘' which he has not
elaborated. Fatalistic suicide is the case of exces-
sive regulation, e.g., childless marr ied women -
Thompson, op. cit., p.113.



06

Durkheim is concernéd about these later two forms
because they threatenéd social solidarity and the survival
of the society., The individual has to be attached to the
society and there should not arise a situation in which,
the norms do not guide him what to do, This is why an
alternative morality should be developed and societal
controls should act upon the individual through the develop-
ment of ethics and morality in thé different institutional
spheres. For example, he views,egoistic and anomic forms
of suicides can be prevented,by developing moral values in

the occupational and political spheres.

The vital role of the corporations in the occupational
sphere consists in preventing the social functions, parti-
cularly the economic functions from the existing state of
disorganisation. Recognising the failure of corporations
in this respect,he identifies,the lack of moral discipliné,
separation of activities from obligations,as tée main.
reasons for such a state of affair. While opposing the
system of inher itence of property, he did not consider, the
sociélist economy based on the state control of all propefty
would do anything good unless a moral discipline develops.
This is essential,since,given the insatiable nature of men
it would be difficult for him to control himself unless

there is something to control him.35 However, Durkheim

—— A it i o B I s sl ol ettt

35.  Durkheim, Emile, Professional Ethics and Civic
Morals, pp.10-11.
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realizes that a totally social ist type of society in which
there exists no individual ownership, will ever come. He
writes, "Therefore as long as such sharp class differences
exist in society, fairly effective palliatives may lessen
the injustice of contracts; but in principle the system

operates in conditions which do not allow for justice."36

For Durkheim,the inher itence of property, a survival
of the age-o0ld system of family joint ownership,doeé not
have any ethical basis and its abolition does not affect
the moral structure of present day societies. It would not
disappear altogether but has to be weakened,so as to havé
no effect on the contractual relations, When the family
is declining,gradually being replaced by occupational
groups, the right of inheritence should go to the hands
of these professional groups, instead of the state as the
socialist system envisages. This is because state is |
incompe tent to fulfill such a vast and complex task and
only a sacondary group like professional groups can take
care of such property when someone dies.37 The state he
visualised to be the brain of the society which should
function as a moral agent for the welfare of the people.
36. Ipbid., p.213.

37. Ibid., pp.215-16; Fenton‘s criticism of it to be a

vague formulation of Durkheim, see Fenton, op. cit.,
p.101.



He was against giving too much power to the state as the
state control of all property in the socialist system.
But,as the moral custodian it must see to it that people

conform to the norms and values of society.38

The discussion so far indicates Durkheim's concern
for the maintenance of social order. Social order, he
argues, can be maintained if people are placed in functions
for which they are best £it and they co-operate with each
other, Secondly a moral order appropriate for the organic
type of solidarity has to be developed which guides indivi-
dugls in their conduct. The division of labour br ings
social order if these conditions are met,and the conditions
external to the division of labour that bring inequality
are taken care of. When these external cenditions based
on ascriptive criteria are eliminated,different classes,
groups and individuals co-operate with one another in their
functional spheres. The individual then finds no problem
in attaching himself to society. 1In this éhe state has a
vital moral task of helping individuals to carry out their
functions; The secondary iﬁstitutiéns lixe corporations
have to be developed,that inculcate morai values in the
individual and take care of the property after an indivi-
dual‘’s death as a measure for the abolition of private

property.

ag,  Ibid.



Mannheim's approach to society -
A_comparison with Durkheim

Mannheim identifies the roots of dissensus, disinte-
gration of the modern society,in the increasing complexity,
industrialisation of it, With this there‘are also changes
in the values, roles and norms of the society that are
supposed to guide the conduct of'people in these changed
circumstances., But disintegration follows;as the. fastness
of the changes give very little time for people & adjuct

sultably to the new Situatibn.ag

This bging the state of
affairs in the modery, cOmplex, industrial society, let us
examine how he explains the social changes that gave rise

to such a situation.

Mannheim classifies the historical stages into three
main types. These three historical stages are not meant to
be a definite courss through which all societies had to
pass, but it was only a tentative classification of histo-
rical societies,to deal with the problem Mannheim had at

hand.40

39. Mannheim, Karl, Freedom, Power and Democratic Planning,
p.4, (Durkheim, The Division of Labour, p.365); also
see Remmling, Gunter, The Sociology of Karl Mannheim,
p.128,

40. Mannheim, Karl, Man and_Society in an _age_of Recons-

tryction, p.68; also see Colin Loader, The Intellec-
tual Development of Kgrl Mannheim, p.132.

&
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The first stage,according to Mannheim, is one of
horde solidarity like the sclidarity of the Germanic hordes
in Europe by the turn of antiquity. A strong solidar ity
and submissiveness were the main characteristics of the
group., They showed a "relatively homogenous behaviour®
sanctipned by tradition and fear. The individuality had
surrendered before the collectivity, The awareness of the
individual as a separate being was absent., This is ‘evidenced
by the existing system of "morals, range of foresight,
consciousness, and capacity to shoulder responsibility",
Therefore, there was a group-adaptation to the factors
that lead to collective life,in which the individual formed
an integral part. In short, his life-chances depended upon

the process of group-adaptation‘.l1

t

Mannheim recognises a strong group influence to. be
acting upon the individual at this stage of horde solidarity.
This is clear when he wrote, "The actions:of the group were
the result of a relatively homogenous behaviour ultimately

"enforced by tradition and fear,"42

— —— g

41. Ibid. Mannheim agreed with the character isation
of primitive sSociety by Durkheim and his use of
the term ‘'mechanical horde solidarity'.

42, Ibid. 'Similar to the notion of collective conscience
that Durkheim used.
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The second stage is "the world of individual competi-
tion"; This stage though arose from the stage of mechanical
horde solidar ity, but sharply contrasted the latter. 1In
this stage the group convention and tradition do not form
the world view of the individual, rather he_develops his
own outlook and 1is also ready to take up personal respon-
sibility. There is an element of individual interest which
grows out of the individual competition characterizing this
stage. The adaptation to the competitive struggle is a
personal responsibilit§,the "stimulus" for which is provided
by small property holdings. The "subjective rationality"®
guides the individual in his selection of the best available
me ans ,that serve his personal ends and also a preconception
of the immediate effects of such means and actions takén
on the basis of these means, In this, the‘individual is
not concerned about the possiblevconsequences of his action
on the society as a whole.‘ SOcietylis just the fortuitous
integration of these conflicting atomistic individual acti-
vities - "Society was not the result of a preconceived
plan but developed from a chance integration of many anta-
gonistic activities. Every man was for himself against the
others, without caring what sort of society was being formed'
out of the chaos of these conflicting activities.and limited

S e s 43
personal responsibilities."

43, Ibid., p.69; Loader, cp. cit., p.133.



Those who can see the harmful effects of their
activities based on personal interests on society do

not try for a change and let the things go as they are.44

The third stage is the present society based on
larger groups. The atomigtié individuals now form a part
of the larger groups sacrificing their individual interests
for the interests of such larger groups. In the industrial
sphere, the small-holdings in conflict with each other are
now merged to form large-scale industries which are in
competition with other such larger industries formed(on
the same basis. The formation of trade unions has given
rise to the solidarity of the workers and their joint-
action, although it is because of a conflict with the
employers' organisations in asserting the rights of the
workers. This stage is dif ferent from the mechanical horde
solidarity in that the larger groups into which the indivi-
duals are absorbed are not all—inclusiye like that of the
mechanical type. It is also different from the stage’of
individualized competition,in the sense that a greater
realization has dawned upon the individual to fulfill his
own interests only by furthering the collective interests
through safeqguarding the social and economic system. The

individual now possesses a holistic perspective, an
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under standing of the interconnectedness of the events and

the social mechanism of this interconnection.45

This is the stage of planning,in which the individual '
is imb ibed with the "highest level of reason and morality"
and shows a growing realization of the need for planning,
The planning is not for any part,but for the whole, The
7 existing‘sfate of development till théﬁ was lacking this
céncern for the whole because the dominant groups used
planning as a means to suppress their rival groups., This
sprt.of Planning,Mannheim calls "biased planning® in wﬁich
the 'individual instead of becoming concerned about the
whole of mankind is only concerned about hié own particular
group. But Mannheim is optimistic of the individual who,
by using his "faculty of ccnsidered judgement" shares

responsibility for the whole socie'cy.46

Mannheim is concerned ahout the role of rational and

irrational forces in the social life.47

How far do they
influence the course of history? What is the scope for
mor al standards to be realised in society? and "How far

blind impulsive reactions are decisive of the turning points

of history"?

45, Ipid., p.7C.

46, Ibid.

o et oo

47.  Ibid., p.40.
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There has been a "disproportionate development® of
human faculties. This 1is an unequal and disharmonious
development of the histprical and'social'grbuns, This myy
give rise to disintegration of the society. Therefore, it
follows that for socizl order ﬁot“to collapse, there should
be a harmony between the rational self-control, individual's
mastery of his own impulses and the 1evei of development of
technology. Secéndly; the level to‘which the reason would
apply itself to scciety, impulses be ordered and the form
mor ality would take do not depend on individuals, nor are
they chance phenomeﬂa, but they depend on the problems that

the society at any time faces.48

The ~.vision of functions in society in the middle
ages gave rise to an inequality giving dominance to some
groups and depriving others of the psychological and intel-
lectual functions. 3ut modern society requires a different
type of social organisation because of two processes at
work: (i) fundamental democratization of society and
(1i) the growing interdependence of individual activities

forming laraer wholes.49

Corresponding to the three stages of society, Mannheim
identifies three stages of the development of rationality
48, Ivid., p.43.

49, Ipid., p.44. Mannhein gives the example of the nobi-

lity, clergy and the caste structure of India in the
Middle ages giving rise to such inequality.



and thought. The first stage of horde solidarity is charac-
terised by substantial irrationality because they are either
false or are not acts of thought like drives, impulses,

wishes etc.so This type of thought lacks the element of
intelligence which 1is characteristic of substantially rational
thought. Substantially rational thought is associated with
the third stage of society, i.e., the stage of planning. It
shows the inter-relations of phenomena or events in a parti-

cul ar situation.51

In betveen these two the functionally-

rat ional thought develops in the second stage of 1liberal,
laissez-faire society,which involved unregulated competition
for the satisfaction of indiQidual interests. The functionally
rational thought inVOIVés the achievement of a particular

goal and the calculability of means for the achievement of
this goal. Devoid of these two, it becomes functionally-

irrational thought.52

At the level of thoughf, "chance discovery" char acte-
rises the primitive stage of food-gatherers and hunter;.
"Tnvention® marks that of the second stage of individual
competition. Man first thought of a gosl anﬁ then attempted
to organise his activities to achieve this goal in a definite .

period of time. Though he was not concerned about anything

50. Ibid., p.53.
51. Ibid., pp.53-54.

52, Ibid., p.59.
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beyond that immediate task, but he was somehow aware of

the interconnection of his thought to the particular énviron-

ment.53

The third stage of the development of the thought ig
that of "planning" or "planned thinking". Thouqgh,the society
by and large 1is stuck at the level of invention, but the
gener al tendency has been towards this third stage. There
has been a conscious change from the preoccupation with
"inventions of single object" or institution to that of
"jeliber ate regulation and intelligent mastery of the
rel at ionships between these objects".54 The advantage
with the planned approach is that, it not only takes care
of individual aims or goals but aléo considers the reper-
cussions of these individual limited goals on the wholé
social structure. There exists some “"Key positions" in
every situation,and olanning tries to comprehend the

totality or interconnection of events from these key

positions.55

The transition from individual competition and
invention to the stage of planning depends upon the sutcess

of bringing unplanned events to the fold of planning and

-ty can - e

53. Ibid., p.151.
54. Ibid., p.152.

55, Ibid., p.154; also see Loader, op. cit., ».130.
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the technical control of nature, Sometimes, the transfor-
mation of natural procesces to planning also gives rise to
some problems., The example Mannheim gave of the inventions
in division of labour and technology, that though by |
raising prdductiVity of labour mitigates the stiarvation
problem, bﬁt thé complex process of production and diétri-
bution makes them incomprehensible ,and their ineffective
functioning makes peonle suffer more than wﬁen there is no

control on natural forces.56

The analysis of the types of society and social change
shows Mannheim's alvocacy for a planhed soéiety, which
according to him is commensurable with the rationality and
the thought pattern of an industrially and technologically
growing society with comnlex division bf labour. Before
we discuss in detail about this planned society, identifi-
cation of the factors that leads to the disintegration
of society is necess=ary. Because Mannheim aivanced his
theory of elite andbplanned reconstruction against the
backdrop of these factors. Mannheim's'ideas on culture
is related to his analysis of disintegration taking place
in modern society as a res=ult of the disintegration of the
structure of elites, Therefore, it is necessary to analyse

the impact of social changes on culture, The cultural and

56.  Ibid., p.155.
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intellectual life is governed by two social processes:

(1) There is the unregulated pért of social life that spon-
taneously shapes the cultural and intellectual life, and

(2) the regulated part which are organiéed.into "institu-
tions", e.qg., the influence on the cultural.and intellectual
life of modern methods of propaganda by faaio, newspaper,

. . . . . 7
research institutes, universities etc.5

The laissez-faire liberal mass;society is based on
laws of an unregulated nature,whereas the dictatorially-
governed mass-Society 1is organised on the basis of insti-
tutions. What are the effects of these two types on culture
needs to be examined., Mannheim classified the elite into:
(1) the organising or political elites that ﬁas the main
function of integrating more and moré individual wills, and
(11) the intellectual, the artistic, the moral, and the
religious that try to sublimate the remaiﬁing psychic
energies that have not been exhausted by the daily struggle

e
N J
for existence.” "~

Knowledage comes to be grasped in two distinct forms:
(i) the continuum of everydey experience - this is related

to the problems that the individual confronts in his daily

+

li fe and his attempts to solve these problems with the

P

p— —

57. Ibid., p.8l.

———-

58,  Ibid., pp.82-83.
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spontaneous, casual knowledge at his disposal. This is not
a Continuous method, and (ii) the eséteric streaﬁ of trans-
mission - the "product of dedicated effort and cultivated
tradition".59 Mannheim used the word "public" for those
who mediated between elites and the others, as the elites

were not in direct contact with the masses.60

Mannheim categorised the public into: (i) the organic
public, (ii) the disintegrated public, and (iii) the orga-
nized public. They belonged to the three different stagés
of society respectively outlined by him., According to him
there has been "a transition in the development of the public
from the organic through the disintegrated to the artifici-

ally organized public of the future§61

There is no differentiation>of elite in the first
stage of society. The same elite dominates and monopolises
both the 'esoteric stream of transmission! and the 'conti-
nuum of-everyday existence'. The audience for it is provided
by the organic public. a4 substantially irrational cocntext
prevails in which both elites and masses partiéipated. But

the separation of the two spheres of knowledge and the

destruction of the organic public comes about in the liberal

59. Mannheim, Karl, FssSays.on Sociologv of Culture, p.116.

60.  Ibid., p.9%.

61. Ibid., p.97.
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and democratic stages. The separation of these two spheres
is the result of replacement of substantial irrationality

by functional rationality and a predominance of inﬂividual
competition. The exposure of qrEater'numbef of masses to

the political, cultural and other areas of society has
broken the monopoly of the elites. This is a consequence

of the process of industrialisation and spread of rationality
to masses. Thus, there is a change in the selection and
composition of elites, where achievement principles arev
gradually being recognised, This has opened up elite

positions to those who can compete and prove their worth.62

But the social conditione of the masses do not favour
thelr participation in the elite functions. The operation
of unregulated social forces leads to the crisis of culture,
The cultural elite cannot fulfill its task, because for
culture to survive there should be a small, creative group
to give proper expression to cultural and psychological
forces and guide the masses in this respect. This crisis

in culture in liberal-democratic society leads to '"negative

6 2. Mann and Society in an age of Reconstruction, cp. cit.,
pp.81-96; Because of the process of fundamental demo-
cratization, there is a breakdown of the political and
cultural monopoly of the elites and social groups who
were earlier denied access to these are now participa-
ting in these functions - Ibid., p.25; also see Coser,

e

Lewis A,, Master of sociological Thought, p.43€&.
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. . : . \ . 63
liberalism" and "negative democratization®.

Mannheim considers the‘maladjustment and disintegfa-
tion of the social structure, i.e., the ills of Capitalism
to be lying in the rapidify of fransition of society from
small groups to great énes.eé vathe social unit isg small
the lack of guidance and regulation involved in this process
of transition does not cause much concern., But the lack of
these result in social disintegration in larger societies
where the outdated patterns are either not replaced or not
adequately replaced. 1In this context,Mannheim differentia-
ted social disintegration from social change. Social change
is the substitution of one socizl structure or order by
another, But when the social structure is weakened gradually
without the emergence of another suitable one, it is called

€5

social disintegration. He cites mass-unemployment and

o

m@ral degeneration as examples, Unemployment and moral
degeneration exist in all societies,but when these assume
a mass-scale,they lead to mass anxieties and become symptoms

]

.. . 66
of social dlslntegratlon.6

63. Ibid., pp.84-85,

64. Freedom, Power, Democratic Planning, op. cit., p.4:
also see Remmling, op. cit., p.128,

65. Ibid., p.5.

66.  Ibid.
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According to Mannheim though modern society is passing
through a period of disintegration but there cannot be total-
disintegration &s the effects of disintegration are dimini-
shed bytself-healing$processes and spontaneous adjustment.67
But if the effects of disintegration go on accumulating
finally going out of control, it leads to a chaotic situation,

The factors responsible for socizl disintegration are discus-

sed below.

(1) The establishment of Minority rule

Var 1ous methods of manipulatioqjﬁggd by the ruling few,
that ultimately leads to disintegration. The influence of
these soclal technicues are felt in the spheres of politics,
education, warfarg, communication, propaganda etc., all
these help the power to bé concentrated in a few hands. For
example, in the modern Army, the military techﬁiques)now
than ever vefore,can lead to a much greater concentration
of power; in the field of government and administration too
much of centralised control is possible through telephone,
radio and air communication., This rapid communication also
helps to brinq industrial units together, In the bureau-
cracy a few departmental heads control the'majority by
formul ating policies and decisions of their own.68 Also,
67.  Ipid.

68.  Ibid., pp.5-7.
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education helps in the manipulation of human behaviour .in
favour of this minority rule, All these share a common
property of establishing key positions from where decisions

to govern the majority are being taken.69

The present situation, according to him, calls for
an end to the laissez~faire system and the use of planning,
The main question that ewmerges in this context is *"who shall-
use the means of control and to what end." The modern
techniques and technology are associated with the striving

for power. This ultimately threatens the survival of man-

xind, 9

(1i1) Development of monopolies from
communal economy bypassing free
competition

The economic system of free competition and private
ownership of the means of production developed in a historical
phase ~ _ . lies between -~ = .. .. . the local, self--
suf ficient economy of agrarian and handicraft communities
and the planned economy spread over a larger area supported
by international exchange and integration and a highly
developed technologvy. Free competition on individual basis

developed when the tribal units could no longer respond to
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the needs of the economic development and private ownership
of means of production safeguarded the interest of the
individual against state interference.71 But when the

size of these economic enterprises grew more and more with
a decline of their numbers, individual initiative began to

decrease and also there was no free competition truly speak-

ing. The place of independent owners was nowWw taken by a

neéw business bureaucracy. There was a change in the adminis-

trative techniques and also a change in the key positions.
In thes2 changed circumstances the laissez-faire system and

private ownership of means of production loses its signifi-

: ) . 72
cance as these are used by some groups to their own ends,

thereby threatening the stability of the system.

(iii) Displacement of self-regulating

small-groups_and loosening of traditional
group-controls

vMannhéim praises the small groups at least in one
resgpect, that w~as the iﬁteg;ation of the social pattarn
with the characteristics of "common living, functional
interdependence and the clarity of common purpose" which
are disinteqgrating as a result of the expansion of society.
The rapid and lopsided transformation of the society also
71.  Ibid., p.10.
72. Ivnid., p.11.

7 3. Freedom, Power and Democratic Planning, p.12.

73
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has weakened the traditional group controls., The substi-
tutes to the latter in the form of Arm%; the factory or
the civil services etc. 40 not effectively satisfy the
needs of the smaller grouaps. Moreover the control dE
these have a demoralising effect. The main danger comes
from the overdiscipline like that of the factbry worker
when there is a closure of the plant or there is nobody

to command him.74

(iv) Expansion of Division of 1labour
without large-scale co-ordination

A o it e

Mannheim treats the lack of co-ordination between
large-scale organisation as one of the disintegrating
factors. Mannheim, however, did not favour corporat ions
of a medieval or fascist type in the name of co-ordination,
What is needed is a clarity in the minds of people of the
educational and moral significance of their associ ations
that was lacking in the corporations of the medieval or
fascist type.75 The lack of co-ordination leads to a
"general disorientation", in which associations are used
as means to manipulate peonle, Here comes the quéstion of

freedom of peonle.

74,  Ibid., p.14.
75,  Ipid., p.14.

76.  Ibid.

———— ot
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While Mannheim has no belief in absolute freedoﬁ
which according to him results only in anarchy, he combined
freedom with commitment. Freedom is no more there when
laws cannot impose control upon the behaviour of indivi-

duals.77

(v) Disintegration of consensus and
personality

The co-operative controls characteristic of small
groups are no more suitable'for a society which is large
and has a complex division of labour. In small groups the
cooper ative control helps to indicate the level of agree-
ments and differences and also the sharing of power. It
also results in consensus and shared responsibility. But
there is no consensus in democratic societies based on a
vot ing pattern of sharing of control because of manipulation
of opinions, organized parties and the operation of
pressure groups. No successful method has been evolved

in this sphere that meets the demands of the modern society.78

(vi) The disruptive effects of class-
antagonism

Mannheim is against the revolutionary soluticns to

social pronlems. He expresses anxiety regarding the

77. Ibid., p.16; Durkheim considered the absence of laws
as a state of juridical indetermination.

78. _]_:_P_j:;_’ial pp-16—-170
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disruptive effects of class-antagonism and the resulting
disorganisation of society that does away with freedom and

. ' . . , Q
the democratic agreement on which the society is based.7

(vii) The disintegration of religiocus bonds

The disintegration of behaviour and personality cannot
be accounted for solely in terms of conduct and character
in action, but the weakening of the force, of religion that
provided the ideological and spirituél impetus for integra-
tion. Religion offers a common nurpose, =nd an interpreta-
tion of commonly experienced events in moral and religious
terms. This spiritual unity beyond the level of daily
activities was the basis on which religion acted as an
integrating force. But one separation of functions of state,
industry etc. left religion in a truncated form. The
exper iments of Nationaslism and Socialism have failed to
be substitutes to this function of religion. Now religion
is used as a basis of antagonism and intolerance between
adherents of different religions, Religion again has to

perform this integrating role, not as a "creed or denomi-

n80

nation, but as a basic institution of society

Mannheim argues in favour of development of codes

in army, vrofessions, business and the moral sphere that

79. Ipid., p.17.

80. ‘;L_-p_:‘i-_:i_o' pp.lg-zlo . ' '
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_helps bring a good neighbourlyvrelafion. The large orga-
nisations should develop their own standards.81 The absence
of these and an educat icn that teaches the virtues of good
citizenship etc. ultimately affect the character of the

individual. Mannheim felt the need for a morality to govern

the social life, otherwice a state of anomie prevails,

People live in this state of anomie in mass society
based on lais=sez~faire. Such a society does not provide
alternative ways of orientation when old social controls
prove no more effective, Hence it has got no moral basis

. s . 82
or no moral justification,

Mannheim outlines two distinct reactions in modern
times to this process of disintegration: (i) the "Totali-
tarian planning" which again can be subdivided into Fascism
and Communism, (ii) the "Democratic planning". The totali-
tarian system rested on the use of force, nressure etc.
and a strict-regimentation in social organisations, These
systems can be understood not totally from the point of
view of terror and brutality they unleashed but the problems
they were dealing with., However, by solving one they were

. 8
creating another, 3

81, Ibid., p.1€. Aqgreed with Durkheim's analysis of anomie,
i.e., the lawlessness that disintegrates the oversonality
whén a new moral order has not emerged to replace the

old one.
g2. Joid., p.1%
83. Ibid., p.23.
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The basic similarity between the communiét and fascist
types is their, emphasis on "plenning in the economic,
social and moral spheresg, Moreover, btoth regard planninq
to flow from certain central key proccjuresf Lastly thev
show similerity in carrying out planning by dictastorship,
which amounts to docing away with the rights and freedoms
of the individual and conferring power to a few individuals

in the framework of a single party.84

The basic difference between the two tvpes lie in
their approach to society. while communism rests on a
Marxist Utopia of ameliorating the condition of working
class and to establish a better type of social relations,
Fascist type has no such utopian will. It only depends
on immediate gaiﬁs for the few individuals who have power
to rule others. Mannheim criticized both these two types

and pleaded for a planning based on democracy.85

4

while réjecting revoiutionary solutions based on a
Marxian analysis of class-war. Mannheim however retains
the Marxzian emphasis of the economic structure. According
to Remmling, he tries to solve this Marxian problem in a

structural-functional paradigm that required social

84. Ib,é‘é‘ r p:!:ja 23“‘ 240

85,  ikid., pp.24-28,



revolution to be substituted by social adjustment.86

Mannhe im visualises economic development to take a course
of peaceful social interdependence. The reason he advances
for this is that, the individual economic self-interest by
engendering a number of social controls, the control mecha-
nisms that aré different from the older practice of bureau-
cratic, military or political force and which produce
rational, homogenous behaviour, increases the economic

. ' e ' 8
interdenenience and acts as an unifying force, 7

3y planning Mannheim does not mean planning only in
the economic sphere; it emhraces political, cultural and
educat ional spheres also. He aims 2t a social reconstruc-
tion that would be based on the virtues of co-operation,
spirit of social service etc. The extension of the Social
services,he considers,what planning is for, becauss the
older. forins of neighbourly help are no more suitable for
a larger society with all its complexities. The main
function of socisl services is not only to extend material
assistance bhut also to bringy about a psvchological adjust-

ment, a "realdjustment of groups and individuals who have

. . . 88
lost their way in the wilderness of modern society, "
86.  Remmling, G., The sociology of Karl Mannbeim, p.7S.

87.  Inid. .
In an age of Reconstruction .
88. Man and Society/ op. git., p.352; also see Remmling,

op. giz., p.?9.
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The social reconstruction is possible after a recons-
truction of man, This reconstruction aims at developing a
democratic personality in him, The democratic personality
is capable of integrative beﬁaﬁiour; Integrative behaviour
implies a readiness for co-oneration with others while being
aware ot the differences 2visting in society.Bg The
democratic personal ity has got two sides, viz,, inlividua-
l1ization and socialization. The former is concerned about
the interest of the individual whereas the latter tries to

integrate him with society.90

Mannheim sceks a harhonious balance between the two
sides of personality, i.e., the individual and the social
beings, He wants a democratic consensus to prevail in
society which needs a social education that orients the
individual towards the society., The democratic consensus
and co-operation, he argues, can be achieved by social
adjustment rather than social revolution, The elites
which play an important nart in reaching at such a democratic
consensus are selected on the basis of meritocracy. Mannheim
found the principles of demini and supply to be at the root
of meritocratic principles in professions. Those having
the necessary dualificatinns and aptitudes for work rise

89, Mag,%nd Society In a0 “Lye of Reconstructlion, op.cit.,
p. ":l . - ‘/\ —— _——

90.  Ibid., p.244.



82
to the top that constitutes the category of planners,

After analysing the disintegrating factors in a
liberal, laissez-faire society and the various reactions
to tackle such forces,finds both fascism and communism
as unsuitable for this purpose, He considers democratic
planning to be the appropriate measure for countering the
forces of disintegration and bringing stabilit§ in the
society. For him, however, it 1s a dynamic stability
that is malntained in the quick succession of changes at

every moment when change takes place.

Summary

To conclude, Mannheim and Durkheim have no differences
in the characterisation of the primitive society. Mannheim
refers to the group control acting upon the individual which
for Durkheim is a strong collective conscience, The next
stage for Durkheim is the modern, industrial society based
on an organic division of labour, Mannheim and Durkheim
more or less agree on the characterisation of this stage
of society which is of a liberal, laissez-faire type. Here,

the competition is not regulated and individual striving

knows no limits. Both of them oppose the emerging forms

D

of excessive individualism where the concern for the society

is relegated to the background.

Mannheim and Durkheim agree on the fact that the

rapid ity of the changes brought about by increasing
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industrialisation causes probiem for people to'aljust to
the changing situation, There is the need for an alter-
native moral order to guiie peéple in this new situation,
While Durkheim holds the conditions external to the division
of labour as mainly responsible for the abnormal and patho-
logical forms in the division of labour and disintegration
in the society, Mannheim traces the disintegration process
as starting with a breakdown of traditional elite control,

because of the opening up of these positions to the masses

in the liberal-laissez faire society.

Mannheim's analysis of some of the factors of dis-
integration are similar to that of Durkheim., Thouqgh he
was not against the private ownership of the means of
production, but he was against its concentration in the
hands of a3 few as in the libergl-laissez faire society.
Durkhe im, we have noted, was‘against the private ownercship
of the means of produc£ion which he calls the external

condi tion of inequality.

Mannheim talks of the loss of traditional small
group controls by the expansion of society and its ineffi_
cient substitution in the army, factory etc. which has a
demoralising effect on the masses, Durkheiﬁ also empha-
sises the loés of svecificity of rules in the modern
society which creates confusion in the minds of the

people.
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On the point of failure of large-scale co-ordination,
their views are similar. For Durkheim it is one abnormal
form of the division of labour whereas Mannheim calls it a
situation of 'general disorientation'. Durkheim views
liberty as consisting of the commitment of the individual
to the socisty., The laws should guiie the relationship
among individuals, otherwise a state of juridical indeter-
mination follows. Mannheim also considers that' freedom
cannot be possivle wifhout aporopr iate laws qoverning

behaviour of the people.

Both Durkheim and Mannheim are against the use of
revolutionary methods to bring order in the society. They
‘resort to a consensus model in which devel opment of an
appropr iate morality forms an integrél parf. Therefore,
both of them argue in favour of developing codes in the
professiocnal and'occupational spheres as necessary formg
of controls to guide the individual behaviour. Mannheim
agrees‘with Durkheim in his analysis of anomie. Durkheim
emphasises on socialisation for converting the individual
being into the social being which for Mannheim is a balance
between the two sides of personalitv, i,e.,, "ego-secur ity

.

and socizl-rootednecss" as he describes them,

Manrheim's stress on mer itocratic principles in
professions and co-cperation, consensus etc. brings him

closer to Durkheim and the functionalists, However, bis



emphasis on planning as a measure of conscious intervention
different iztes him from Durkheim. Thus, like Durkheim his .
goal was nne of bringing social stability and maintaining
social orier and eguilibrium., For Durkheim the stability

was more static but Mannheim recognises that it cannot but

. be a dynamic stability as changes are taking place very

rapidly.

So far we have discussed the views of Durkheim and
Mannheim on society with particular references to social
change, social control and social order. Before we turn
to the next chapter on education let us now examine their
views on sociclogy of knowledge. This gives the idea as
to how individual's thought develows, how he comes to know
of the social situation around him,and what are the influences
he is subjecteé to that determineé the contents of his

thought and action,

Sociclogy of knowledge and Fducaticon

Knoivledge for Mannheim, though inf luenced by the
nature of the object, but the way in which it has to be
approached denends unon the nature of the knower in two
ways. First, it pertains to the qualitative depth of the
knowledge and secondly, it rejuires the perceptions to be
organised into categories. The frames of reference in

which such organisstion takes place in terms of concepts,

{



comes from a given historical moment, The dependence of
thought on socio-existential conditions at a particular
historical period is evident when Mannheim wrote, "The'
concepts which we have and the universe of discourse i%
which we move, together with the directions in which they
tend to elaborate themselves are dependent largely upon
the historical-socigl situation of the intellectually»

. . , 91
active and responsible members of the group. "

Behind every thought or point of view a complex
of conditions operate. The position of the thinker in
the social structure conditions his thoughts. Social
positions, thus, carry with them certain social meanings.
This implies that fundasmental categories of thought are
functions ofvmultitudes of interests, aspirations etc.
that, in turn, are related to social status, roles and

92

osition. This also relates Mannheim's Sociolo:
p

3
Fh
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knowledge to the concepts of *ideology’ and 'utopia’'.

In this Mannheim attempted to generalize the Marxi an
contenticn that ideés depend on the social or class-vosition
of those who hold it intou a system of éhouqht that includes

all ideas. While Marx used it against the bourgeoisie to

—— ——— —

21, This position of Mannheim is reflected in his analysis
of ideology into ‘total' and ‘'‘partial’, ‘special'’ and
‘general'. Ideolosy and Utopia, co. cit., ©.77.

92. Ibid., pp.263-64,



unmask the false consciousness which they want to svread
through their ideas, Mannheim broadened it to include all

2
systems of thousght incluiing the proletarian.g”

As thought 1is socielly and existentiazlly conditioned,
no soccial group can have total access to it though relati-
vely, at times socme group has more access to it than the
other, Thigs relates thought to the perspective of the
thinker, The individual thinkers mediaie between the
influence of social existence uron knowledge as agents of
cognition. Occupying particular positions in social space
and histofical time they sousht to bridge the gap between
thought and social existence. Their socio-historic position
de&ermines the aspect of the reality they can have acc€ss
to., This, Mannheim called their 'standpoint'. Thus, the
situational factors have tremendous influence in forming

the perspective or cutlook of the indiVidual.94

With this socic-historical existential determination
of thought Mannheim showed the difference between the
particular conception of ideclogy and’ the tctal cofception:
of ideoloqy that he favoured. The particglar concept ion
of 1deology tecsts the bias of certain aspects of the state-

ment of the opponents whereas the 'total concepticn' views

93. Coser, L., op. cit., pp.430-31.

9%. Ideology and Utopias, op. cit., p.244; Coser, ¢p. cit.,
p.431.
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the entire modes of thoughts/ in both its form and content,
as related to the social position of their defenders. The

dependence of thought on the existential conditions invited
for Mannheim the charge of relativism which he tried to

avoid by resorting to the concept of 'relationism‘.95

'Relativism conslders every assertion of a thinker by
an ideal of absclute truth independent of the subject ive
exper ience of the observe while "relationism" argues that
the truauth of a proposition cannot be assessed without
taking into consideration the values and position of the
subject and the social content., Therefore, thought is not
relativistic implying more or less but is ‘relational’ or

e s 25
‘perspectivistic'. °

when ideology is interpreted as general, it is no ‘}
more a ‘naive ﬂistrust; of opponent's views or statements
but a methodical analysis of his thinking, a general
distrust of all types of thouﬁht that includes even his
own., It moves from the 'particular, relative and special’
plane to a 'total, absolute and universal' one. The

)
—— et ot St o o e e m o e

95. The soclal position, aceording to “annheim not only
includes class but also status and occupational cate-
gories that determine the ideas. Ideology and Utopia,
Op. cit., p.245; Toser, Op. cit., p.%432.

96; Shils, Edward, "Karl Mannheim" in The Encyclopa=dia
of Social Sciences, vol.9, pp.557-61,

97. Ideolojy and Utopila, op. cit., pp.4, 31-32.
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inclusion of the total thought in ideology implied all
thought to be having an ideological character. This again
raised the question of relatiyigm as truth cannot be
attained from thought that are ideological bv nature.
Mannheim, to avoid this, resorted to the notion that
validity of the ideas depends upon the function they
fulfill within a particular social process and their
strength in counterinq other set of ideas. The function
is judged in terms of adjustment of the society to parti-

cular historical period.98

Mannheim realising the loopholes in relating the
validity of thelideas to their functional usefulness shifted
to the concept of the 'free-floating' or ‘'socially-unatta-
ched' inﬁelligentsia who because of their advantase of non-
af filiation to ény class can have access to the truth in -
its totality. Their mutual criticisms against each other
removes anv bias, if at all, they have of thelir original

g7
social backgrounds, ?

In the preceding analysis it has beén pointed out
that for Mannheim knowladge and thought are socially or
existentially determined. He relates this to education

by stressing upon the fact that educatlion is now being

48 k8 st w8 bl s < e o e

Q

28, Ipid., pp.?, 33, 165, 232; Coser, op. cit., p. 135,

99, Man and Society in an age of Reconstruction, op. cit.,
p. 74,



gradually divorced from the 'social dimension'. 1In this
context he emphasises two reasons of the éee& for having

a knowledne of the social environment, Firstly, by pointing
oui the various influences opérating in an industrial
society helps man to develop the skills ﬁecesgaryvfof

dif ferent functions and by giving role to an attitude to
counter the harmful influences it helps in his adjustment
with the social context. This knowledqé of the social
environment checks tﬁe disintegrating effects of the
rapidity of the social and industrial changes. Secondly,
this knowledge helps him to transcend the particular stage
he is in for creating a better social type., People should
not only have better adjustment with their situation but

- . 1¢
should al-o act as agents of transformation. 00

Tducatinn has the task of making the individual
understani the interaction of different forces operating
in the social environment which are not readily observable.
It has also the responsibility of showing the way of
dealing with and controlling the=e forces. 1In this way
only education can function in the pversonality formation,
Mannheim was convinced of the fact that men can suitably

change their social and economic systems ‘under certain

———t st o i st i e 2. i td

100. Mannheim, K., Essavs on_the Sociology of Knowledge,
1952, p.235; also, Introduction to the Sociology
of education, op. cit., pp.22, 50.
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k) g ) n . 1
circumnstances' for which a correct observation of the

social forces is necessary and education can help profoundly

in this respect,0l |

Durkheim's sociology of knowledge
and education -

Durkheim does not clearly point out the link between
his views on thought knowledge and edqucation. But the
implication of his sociology of knowledge for education
is clear when he identifies that both these are having a
social origin anﬁ are orientel towards the society,

31l knowledge for Durkheim have a religious ofigin.loQ.

Even philosophy and science have religion as their ancestor,

The religion orovides necessary ideas to the intellect,

constantly enriching it, But religion, &£he considered, as

a repres=ntation of society, 1its social function being to -
. .. 103 ) .

create and maintain the collective life. The categorieg

for understanding social phenomena like time, space, class

etc. are also of social origin, because they are arrange-

ments applicable to all and must have developed out of

e PO

101, Mannheim, K., Essavs..., 9on. cit., p.275.

102. For details of the religious origin of knowledge,
see Durkheim, E,, The Elementary forms of R€ligious

life, pp.219, 314-18; also see siddens, anthony,
Capitalism and modern social theory, 1971, p.100.

103, Durkheim, op. cit., p.10.
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collective efforts, The notions of class, force, persona-

lity etc. have also originated from collective thought or

. 104
society.

Durkheim's stand on the social origin of categories
was a way-out of this opposition between rational ism énd
pragmatism. In this he accepts the apricrist position
that the two strands of knowledge namely rational and ,af:
empirical could not ke reduced into one another. His
cfiticism of the view of idealism that thought starts
before anything else did not prevent him also from criti-
cising the pragmatists view that actlon precedes thought.los
The empiricist position showed the individual states which

. . . . 106
needs explanation in terms of his psychical nature,

Agadnst the indivilual states of ewpiriciasts or

pr agmat ists, Durkheim's social origin of knowledge empha-

sises the collective representation. It shows the mental

}

states of the group and it relies unon the moral, religious
and economic institutions. The individual is pittied
against the social which has got an existence qualitatively

e e C .
dif ferent. from the lndlv1nual.l 7 The collective

——— ———

104. Ibid., pp.9-13.

105. Durkheim; E., Prammatism and Sociology, p.67.

106. Elementary forms, op. cit., p.1E.

107. Ibdd., pp.15-16; Pragmatism and Sociology, cp. cit.,
pP.cE.
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representation is an examvle of the power of the reason
to transcend the limits of empirical knowledge and produce
a richer, more complex intellectual product through the

. . e s , ‘108
interacticn of individual minds, C

The explanation for this Durkheim traced in the
dual nature of man, i,e., the individual and social beings
which we have already discussed. His contention is that
the catégoriés of thought are not innate but developed
during the socialisation process that transforms the
individual being into the social being.:®”? Man learns
what is presented to him by the society and this knowledge
is transferred from one generation to the other. The

social solidarity and the preservation of society requires

conformity to norms, rules and values as prescr ibed by the

society., There are recurrent occasions for. the group to

assemble and express the feelings of joy, sorrow etc.,
and the individual to interact with others. These occasions
leaves imprints of powerful collective sentiments on the

individual mind. 0

The individual under the collective inf luence comes

to know what to think and what not to think for maintaining

v emr—

108. Elementary forms, cp. cit., p.l16.

109, Ibid.

110.  Ibigd., p.16.
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the social order, 1In this, he is also driven by the fear
of disapproval, punishment etc. apart from realising the

merits of co-coperation with others,

The claim of the apriorists or rationalists that
truth, categories of understanding or an ides can be
accounted for by the imposing and constraining force it
has on our mind or intelligence that leads to its accep-
tance as some sort of virfue, however, doés not indicate
(0f) their origin, Their origin lies in the usefulness
in maintaining the social order, Therefore, individual
deviances have to be checked, Apart from ‘moral confof—

mity', society also needs a 'logical conformity'.*ll

The individual resistence to the.forcés of collecti-
.vify is checked both.internally—and externally. Externally,
the pressure of public-opinion constrains him. Internally,
reascn has got a powerful authority as the represontation
of societyv also checks his whims and fancies. It cannot
be taken as a matter of 'habit' nor ‘physical’ or ‘meta-
physical neéessity' as categories change over time and
place,but the authority of society that by arousing similar
thinking forms the basis of common action and the sense of

mor al responsibility.llz

111. Ipbid., p.17.

112. Ibid.
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The implication of Durkheim's sociology of knowledge
to his views on educaticn can be established by linking
the knowledge tO the needs of the society which thought
derives from society and which have got practical applica-
tion in the aims of educaticn. The needs of the society
first of all consists of the tranSformation of the individual
to the social being., For this the individual has to know
the norms, rules—and valu-s of the society. In addition
to a moral conformity society also should be based on a
logical conformity. The loqical conformity 1is derived from
the usefulness the cateqories of thoughé or ideas have

for the mainfenance of social order.

The know ledge or ‘the thought 6f the necessity of
moral and logical conformity, however, does not automati-
‘cally dawn upon the individual. This requires a sociali-
sation process to attach the individual to the society.
There are many socialising agencies, but in modern, indus-
tr lal socliety educatizm has Lecome the most important
social ising agency that makes the individual understard
the primacv of the survival of the society. Secondlv, cne
may be experiencing the influence of the collectivity or
society upon oneself in one's thought but it is through
educat ion that one understands the usefulness of the social
influences and the need for the social constraints. This is

clear in the noticn of 'autonomy' that forms a part of

Durkheim's moral educat ion.



CHAPTER TIIX

MANNHEIM AND DURKHEIM ON EDUCATION

Introduction:

It is clear that both Mannheim and Durkheim focussed
on the disintegrating effects of capitalism in modern
Industrial society., But they did not stop at identifying
the ills of capitalism,and came forward to offer solutions
to this. They wer= both concerned about social integration
and the social consensus that was atstake, Both found

educatinn to be an important integrating factor.

According to Eric Hoyle, education as an integrating
force was recognised after it was realised that neither
the ‘functioning of an organic society' nor the designs
of the ‘dominant elites' can help in maintaining the social
consensus, Most of these studies were not analytiéal and
only stressed the desirability of preserving the social
consensus rather than possibility of it in practical terms.
But the works of Emile Durkheim and Karl Mannheim made a
difference in the sense that,they.tried to ‘combine moral
exortation with sociological analysis®. 3ut what separa-
ted them was . their. approach, i.e2. the nature of solutions
tgey offered to the pronlem of social integration. For
Durkheim, it was a ‘quasi-syndicalist solution'’ in which

education was given a key-role whereas Mannheim advanced
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an "elitist solution" in terms of a theory of mass society.

A comparison between these two prolific wr iters on
education then,has to start with their views on education,
particularly ifs relationship with the wider society as an
integrating factor..vThe Qiews of Durkheim will be staﬁed

it
first and then vill be compared with the views of Mannheim,

Durkheim on Education:

Durkheim equated education with 'Socialization'.2
Though,in general terms education includes all sorts of
mental and physical influences exercise§ on somebody by
nature and other men,but more‘precisely it is the influence
exercised on the youth by the adults, This influence is
oriented towards *'the harmonious development of all the
“human faéulties'. But perfect hérmohy is unattainable and
also not desirable because of the specialisations neaded
for various functions and also the need of a common base

to balance the various organic and psychic functions. >

The utilitarian view of posing the individual as an

instrunent of happiness was criticized by Durkheim on the

1. Hovle, Eric, "The elite concept in Karl Mannheim's
Sociology of Education®, Sociological Review, New
Ser ies, vol.12, 19%4, p.55.

2. Durkheim, Education and Sociology, p.651; also see

Wallwork, Ernest, Durkheim, gggality and Milieu, p.121.

3. Durkbeim, op. cit., p.52.



ground that material happiness is a subjective thing without
any limits which makes it difficult to decide the goals of:
éducation.4 Durkheim adduced historical evidence to prove
that'education varied in time and space according to the
needs of the society., A particular 50ciety was based upon
a definite type of education that best suited it and the
contrary would have been devastating for it. Therefore,.
the claim of an *'ideal, perfect education' applving to

all men is unfounded. For example, Roman city would have
been in trouble,had it allowed individualism instead of
subordination to collectivism that was spread by education.
Similafly, the Christian education of middle ages 4 id not

encourage ‘free enquiry’,

Thus, every epoch has a dominant form of education
to which the individual has to submit if he does not like
té invite opposition»in case ofvanQ viplation. The diffe-
rence in the organization of education from place to ﬁlace
is because of the mistakes in ‘'determining the ends of
education,or the means of attaining it,* This can-§;f
course, be corrected bv taking proper lessohs from history.
The dominant type of education is formed by the customs

and ideas meant for a common living worked out by the

4, The utilitarian view of J.5. Mill and others was
criticized by Durkheim in his analysis of the goals
of education - ibid., p.53.
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preceding generations.

. Durkheim Qiewed educétion to be a life-long process
that helps the individual to cope with both the physical
environment and also with the socio-cultural milieu.
Education varies according to the socio-cultural milieu
on the basis of caste, race etc. Today, class has become
a baéis of such variaticn, For example, the education of
‘the middle class from the working class and also the city
from thét of the country. The necessity of diversificatidn
and specialisation for various functions only keeps
eduéation uniform upto a certain level though equality
in education is desired among various strata, In short,
both }homogeneity' and ‘'diversity' are sought to be achieved
through education. Homogeneity in ferms of ideas, senti-
ments and practices is es<ential for a common livirng,where-
as diversity is needed to put men in various functions
and el iciting their co-cperation, For society to survive

these two are the very egsential conditions.6

Education is a form of learning., " It is what the
youth learns from the adult generation. But to what end

is this directed? This Durkheim answered by stating, "“its

5. Ipid.,pp.64-65.

6. Ibid., pp.66-67.
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objective is to arouse in the child certain number of
physical, intellectual and moral states which are demanded
of him by both the political society as a whole and for

the special milieu for which he is specifically destined. "

Learning can be divided into formal learning and
informal learning. The informal learning is a continuous
process, s form of unconscious education that comes through
the interaction between younger generation with the adults
in the process of imitation, co-operation etc. 1In contrast,
direct pedagogy or formal education is designed to make
him understand the 'complex', ‘*abstract' phenomena. The
teacher acts as an agent of society and prepares the
learner for a particular socisl milieu. The purpose of
direct pedagogy is to inculcate in the learner the intel-
lectual conceéts and moral ideas so that he can function

. 8
as a member of society.

Society cannot survive without a definite degree of
consensus existing among its members, For this the members
have to perform their functions as demanded of them by
the society, This is a reciprocal relationship that not
only paves the way for a proper functioning of society

but also helps the individual in achieving his goals by

8. Ibid., pp.91-2€; also see Durkheim, Moral Education,
pp.17-18, 129-4€&, 177; and Wallwork, op. cit., p.122,
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providing him with the co-operation and experience of

Others.9

Education has a social character., An individual has
two things, i.e., the individual aﬁd the social being.
The individual being is concerned about the ‘'mental states'’
of the individual and seeks to fulfil his interest without
regard for anything else. The social being on the other
hand recognises the relation of the individual to his group
which 1is expressed in ‘religious beliefs', moral beliefs,
var icus collective opinions etc. What education precisely
tries to do,is to convert this self-interested individual
being which dominates the mind of the individual at the

1
beginning into the social be;'mg.‘C

The prevalence of the social being makes the indivi-
dual subordinate his own ends to higher social ends. Both
internal and external sense of discipline are inculcated
in the individual that also makes the process of transmit-
ting the creative qualities from one generation to another
smooth and easier. This submission, Durkheim claimed,
cannot be thought of as tyrannical, rather it is voluntary
because the individual realises the fact that his own

interest can be fulfilled only when the interest of the

9. Wallwork, op. cit., p.121.

10. Education and Sociology, op. cit., pp.71-72,

————
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.
society is Safeguarded.*1

The creative quality is what distinguishes man from
animals whb learn only to imitate, The animals only learn
to perform their ‘natural functions' but by themselves are
unable to create anything,which men are'capable of by
receiving the appropriaté kind oé education. This not
only helps him in adaptingrto his physical surrounding
but also brings out the best in the individual, By co-

operating with others anid attaching himself to society

“
his strive for perfection becomes easier.l‘

From a moral point of view tﬁe individual is indebted
to the society. It is society that teaches the individual
to submit his persoﬁal ends to higher ends by controlling
his passions, Jdesires, instincts or by making legal and
other arrangements to check him. This internal and externalz'v
sense of discipline which the individual learns disting-
uishes him from other animals‘13. Also, from the intellec-
tuzl point of view the individual owes a lot to the societvy,
The results of scientific work help him in understanding
the notions of cause of laws, of numbers etc. The progress

of science is not the recult of an individual but a collective

11. Ibid.
12. Ipid., pp.73-74.

13.  Ibig., p.75.
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effort., 1In primitive societies thie function of science
was performed by religion. Similarly, language that helps
him in getting to know, in forming ideas and in speaking,

is a proddct of efforts at the societal level,

The humén being has maintained his distinctiveness
and not gonevdown to the.level of animals because he can
make use of the eXperiehces, the knowledge of the past
generat ions which are handed down to him through education,
An element of morality binds these succeeding gener ations
together and there exists né opposi tion between the indi-
vidual and societwv, rather fhey are complementary. The
society tries to develo§ the best in the individual through
educat ion and not toAsuppréss him. Though for this the
effort of the individual is a prime condition, but in
making ‘'voluntary efforts' the individual distinguishes

himself from others.14

The task of education is not simply to prepare the
individuals for various functions or specialise them so
that they need each other's co-cperation, but. to impart
them with the morality which makes them understand the
need for such co-operation and the need of the survival
of the gsociety., The kind of moral education which Durkheim

envisioned was oriented towards maintaining this relation-

. et ol <l S i 2D

14,  Ibid., pp.75-77.

(=
-—
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ship between individual and society. We have to see now

what this 'moral education'® consist of,.

Moral Education:

The basic thrust of moral education is character
formation not in the psychological bﬁt in the ethical
sense., Psychologically, it is the character that dis-
tinguishes individuals from one another. Thus, everyone
has a character. But in the ethical sense character
implies a 'unity of personality', a stability, constancy
and dependabil ity. 'According to Durkheim it is to egquip
the individuals with the ‘'fundamental dispositions that

18

are basic to the moral life‘,

Morality is a social fact, because it is not confined
to individual but stems from the society and also it is
more powerful than the individual who has to conform to
it, This becomes clear when we discuss the three elements
of morality, viz., discinline, autonomy and attachment, as

appliesd to education.

iscipline:

1

The family as a socialising agent is inadeguate for

the intellectual develooment of the child. It only prepares

15. Wallwork, op. cit., p.123.
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him in a preliminary way to meet the demands of the
society. The child only receives the fundamentals of
the moral 1ife.16 Morality implies conformity to a pre-
establ ished system of rules that determines what should
be one's action in a particular situation, This is the

realm of 'duty' or ‘prescribed behaviour!, 17

There are two Clésely—linked aspects of the notion
of discipline, the regularity of conduct and authority.
How one should act in a particular situation does not
depend upon habit alone but is a matter of reqularity
that one cannot change according to his taste.18 His
behaviour is guided by the moral system internalized with-
in him. Moral behaviour which is *duty’ or prescfibed
behaviour is reinforced ny both positive and negat ive
sanctions. Kant drew upon the negative sanctions of the
moral imperatives that come into force in case of any
violation of the moral prescriptions. But Durkheim argued
that the nejative sanctions by themselves are inadequate
unless complemented by positive ones in the form of praise,
honour etc. Secondly, this performance of duties has to
be continuous,that requires not only external sanctions
16.  Morasl Education, op. cit., pp.17-18.

17. Ibid., pp.23-24.

18. Ibid.., p.28.
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but also ‘self_diSCipline' or ‘'internal control of beha-

viour‘.19

The regularity of conduct is not possible without a
regulating authority which the child needs. This authority
comes from the parents, teachers ete. According to Durkheim,
"oy author ity we must understand that influence which imposes
upon us all the moral power that we acknowledge as superior

to us."20

The superiority of the impersonal moral rules
applies equally to the teacher as to the student, The
teacher only transmits these to the students, who in turn,

should be ready to accept what is communicated to them by

the teacher.zl

Durkhéim's notion of discipline camnot be interpreted
to mean som=sthing opposed to the freedom of action and
comes in the way of self-realization -and happiness. On
the othar hand, by enabling someone€ to gain mastery over
his egoistic impulses, it frees him from the chains of
insatiable desires.22 Anomie ensues when such moral dis-
ciplines are absent. Moreover, the moral rules should

— . o et s oot s _

19, Durkheim, Moral Education, p.34; also see Giidens,
an thony, Durkheim, pp.65-68.

20,  Moral Education., op. cit.., p.29.

21.  Ibid., pp.130, 140, 156; Wallwork, op. cit., p.125.

22.  Moral Bducation, gp. cit., pp.44-45; Giddens, op. cit.,
p.58; Wallwork, op. cit., p.126.
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not be static but change according to the individual's
‘socio-cultural milieu. Though moral rules must have the
necessaty authority_to check the individual's egoistic
pursuits, but it also should not check him from having

a critical and reflective attitude téwards them according

to changing'times.23

Attachment to Social groups:

The second aspect of morality attaches individuals
to the collectivity. In the words of Durkheim, "the
domain of genuinely moral life begins only where the
collective life begins™ and "we are moral beings to the

extent that we are social b'eings."24

There is no anta-
gonism between individual and society. By involving hime
self in society only he can make full use of his potentia-
lities and realise his own nature. For this he has to
transcend the limits of his individual goals in favour

of that of the collectivity.25 His existeﬁce as a human
being depends upon his identif ication with the social group

of which he 1is a part and the submission to the moral rules

of the society. But why he should follow the moral rules

23. Moral Education, op. cit., p.52; Giddens, op. cit..
p.125,

24. Moral Education, opn. cit., p.64.

s e e s o

25.  Inid., pp.67-69,
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of the society brings the third factor of morality, i.e.,

autonomy into discussion,

Autonomy:

Discipline and attachment to the group are not suffi-
cient for acting morally. One should be clear enough of
the reasons behind his conduct. If some rule is imposed
on somebody and he is compelled to behave in a particular
way it 1is not morality. He should freely act and volun-
tarily conform to the rules. Durkheim26 stated, "the rule
prescribing such behaviour must be freely desired, i.e.,
freely accepted, and this willing acceptance is nothing
else than an enlightened assent.®" The teacher makes the
child understand the virtues of cohformity to the moral
rules and the benefit that accrues to him and society by
this, The morality becomes 'incomplete' and ‘inferior'
if the child is denied of the right of explanation. - . The
role of the teacher lies in developing in the child an
understanding of the rules, In the™volution of educational
fhoughtﬁDurkheim attempted to focus on the social factors
responsible for developing particular form of educational

and moral ideas in different periocds., The teacher has to

make the child understand this for which he has to take the

26 . Ibid., pp.119-20; Wallwork, cp. cit., pp.126-27.

27, Moral Education,. op. cit., pp.120-21.
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R
help of sociology and history,“8

There are many debatable issues in Durkheim's writings
on educaticn, Important among them are, a conservative
bias in his writings, the question of relativism and the
criticism that education and moral ideals in a capitalist
and unequal society accentuates the existing inequality
in favour of some classes or groups than others. These

need some further discussion.

The necessities of the use of sociology, psychology
and history are clearly indicated in Durkheim's views on-
Pedagogy as related to education. Durkheim made a distinc-
tion between pedagogy and education., He identified two
aspects of education namely the genesis and the function
of education., The genesis of pedagogical institutions
involves a historical analysis of how pedagogical insti-
tutions came into beihg. The function of education indicates
its relationship with other institutions in maintaining
the sccial order. These can be called the cause and effect

of education respectively. The branch of education that

[}

=

deals with these things is called the Science of education.

28, Giddens, op. cit., p.162,

—

29, Education and Sociology, ¢p. cit., p.9c.
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3ut pedagogy involves theories of education that is
neither concerned with the past nor with the present, i.e.,
what it was or in what form it exists now, but tells wha£
should be the ideal of education.3o But pPedagogy is not
abstract theorisastion. It must have some link with the
practice. To show the link between pedagogy and education,
Durkheim puts pedagogy in the category of practical theories. .
The practical theories do not discuss the nature of the
existing things but they shape the action of these things.
They are not actions but ‘programs of action' which gives
a proper direction to action.31 It does not make a scienti-
fic study of educational systems but brings them under the
purview of reflection. For elucators pedagogy is a source

2
of ideas to guide their ac:‘l:ivities."2

Recognising the importance of pedagogy for the
practice of education at a particular period, Durkheim
set about toc specify what constitutes the content of the
ped agogic theories, First he considers the science of
education which gives necessary and important knowledge
of the nature and historical laws of evolution of education.

But he is not satisf ied with the development of the

300 lpgo
31. Ibid., p.102.

32.  Ibig.
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science of educetion which . is only in an embryonic form.
Sociology comes next which with its methods can help peda-
gogy in determining the end of education. Psychology also
is of immense help in finding procedures for pedagogy.

But Durkheim noted that, cn the one hand, the science of
education awsits a strong foundation and on the other,

' 22
sociology and psychology are still developing, ™~

The recognition of such a state of affair leads
Durkheir to locok for the possible options. The first, is
to continue with the traditional educational practices.
This implies revitalisation of the outmoded, 'discredited
institutions' which no longer fits to the existing situation.
Durkheim was convinced of the fact that resorting to this
is bound to be unsuccessful. The second option, in favour
of which Durkheim argues, is one of searching for alter.
natives through modifications in order to restore the
social order which 1is disturbed. This requires a peda-
gogy, i.e., & reflection on the defects in the education
system and the best ways of modifying it. In the words of
Durkheim, "Pedagogy is the systematic application of
reflection to the phenomenon of education, with the aim

of regulating it®% when one is not adequately equipped

33.  Ikid., pp.1C2-3.

34, Ipid., pp.1C3-1.
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with the necessary mater ials to solve the problem, the
best way to proceed is to collect all the available data,
systematically interpret them., This reduces the ‘chances
of errors’'. Thisvinvolves risks which have to be anticipa-
t;d with the help of science and reasoning. Pedagoqgy has
to perform this function. This fact has given rise to

the recognitidn of fhe close affinity between pedagogy

and education.35

The lessons which Durkheim outlines for the educators
vis-a-vis this role of pedagogy is to take note of and
develop the individuality lying hidden in the child. This
involves the use,not of the same ‘®impersonal’ and ‘'uniform
set of rules' but différent methods complying to the
varying 'temperament' and ‘intelligence'.36 A pedagogic
reflection is necessary to know the differences among them,
New ideas, changes in opinions and customs arise out of
r apid social evolution that demarcates one period from
the other. =lucation must change accordinély and should

: - 37
also possess sufficient room for change.

We have so far discussed the role of pedagogy in

relation to education by peinting out the differences

35,  Ibid., p.104,
36. Ibid., p.105.

37.  Ibid.
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between Pedagogy and education and the usefulness of peda-
gogy for education., Now let us delineate that which

compr ises pedagoéy.  Durkheim delineated history, in parti-
cular the historical comparative method, psychology and
sociolOgy.as the usefui fields from which pedagogy draws
its elementsﬂ The edhcators_have to be aware of these
subjects in formulating the ideals for education in a

particular period of society,

The lessons of history are important‘in under standing
the type of education brevailing in a particular society
and alsoc the necessity of developing pedagogical reflections.
The Middle ages, for example, did‘not have to develop any
pedagogical reflaction because conformity was the general
rule which compels everyoﬁe to think alike. There being no
differences among individuals, education did not have to
be oriented towards indiviﬁual natures. Moreover, an un-
changed belief structure hinidered any rapid changes in»the
education system.38 But Renaissance brought differences
among individuals and their thinking by relatively freeing
them from the collective influences. The education accor-

dingly, has the responsibility of responding to these

38. Ivid., p.105. According to Giddens, for Durkheim
the historical analvsis is helpful in pointing out
the "trends in education to be promoted and which
elements discarded" - op. cit., p.75-7,
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differences, which reguires pedagogical reflec’:tion_39

In order to understand the loopholes in the present

educational system one has to link it to the history of

ot

its development,as @ducation is inextricably linked with

0
)

the history of a nation. As the pedajogical theor ies
of the recent past have links with the theories preceding
them,one has to venture into the past to know the causes

£

of success and failure of partiéular theories,41 The
history of pedagogy and the history of education are in-
sepsréble,though the theories criticise and try to modify
particular systems of education., '~ Thus, one cannot discard
the historical analysis as an useless endeavour of dealing
witﬁ something which does not exist.42 According to
Durkheim, "only the history of education and of pedagogy
allgws for the determination of the ends that education

should pursue at any given time."43

Durkhbeim made use of the comparative method in the
historical analvsis., The method of concomitant variation

4

L
isaform of indirect experiment which explains the simul-

taneous variation of two or more phenom=na. It is oriented
39.  Education ond Sociologv, op. cit., p.106.

40. Ivid., p.107.

41, Ibid., p.108,

42. Ibid., p.109.

43,  Ibid., p.110.
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towards establishing a causal relationship between them.

"For example, he seeks to establish a direct relationship
between the degreé of education and the propensity for
suicide. The intermediate variable which explains this

is the 'weakening of religious traditionalism® that increases
both the thirst for a knowledge and the 'tendency towards
suicide'.44 The comparafiye method implied comparison

both within a society and between societies.45 The use

it can have for education,is to ascertain the causes of

the rise and fall of particular educational svstems as the

historical analysis of Durkheiwm shows.

When the ends are finalised, it is important to look
for the means to achieve these ends., Durkheim turned to
psychology in deciding the means of the pedagogic ideals,

The ‘conscience’ of the child has to be shaped according

to the ideals. This réquires the knowledge of the conscience.
Also, the knowledge of the causes and nature of the activity
is necessary to change them in the desired direction. The
accur ate knowledge of the habits, desires, emotions etc.

is a precondition for developing the morality in the child,.
According to Durkheim, Psvchologv, in particular child

psyvchology, answers the guestions related to the mental

—— —

44, Durkheim, Rulesg of fbgiiggiological Method, p.132.

e~ i o oo

45, Ibid., pp.132-35,



116

make-up of the child and helps in deciding the method, 1t
cannot decide the eﬁd because only social conditions bring
changes in the ends. Moreover, psychology is also very use-
ful in fcfmulating different methods,as in moldern society.

the inteliigence and character vary to a great extent;46

Dur khe im pointed out anothér advantage of psychology
in studyiﬁg the collective phenomena, This he calls the
collective p5ychoiogy. In the class the students interact
with one another and a collective influence, what Durkheim
calls class phencmena, acts upon them., The merits and
demerits of this has to be known and changes can be effec-
ted accordingly. This implies a complete knowledge of
the way in which collective influence works on the indivi-

dual./17

However, Psychology which gives the. knowledge of the
individual cannot be the source for deciiing the ends of
education. In this context Durkheim recognised the role
of Sociology which relates education toAthe'social cond i-
tions thereby giving the knowledge of the social ends of
education., It indicates when change is necesssry and also

specifies what this chang2 should cOnsiSts-of.48 Even

46. Ibid., p.l1l1.
47.  Ibid., p.112.

48.  Ibid., p.128.
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psychology cammot fulfil its responsibility in the choice
of means unless it is complemented by Sociology.49

Sociology equips the educator with procedures to be applied
to particular situations.so Durkheim argues that since

the end is social,so should be the means. He draws a
similarity between the pedagogical and social institutions
with respect to the rules, the structure of rewards and
punishment and the processes of communication. The social
life develops out of the pedagyogic life and pedagogic

life is only the miniature form of the social 1life, There-
fore, the understanding of society enables the comprehension
of the school life. By highlighting the social institutions,
Socioclogy broadens our understanding of the existing peda-
gogical institutions or the ideal type of it that is

aspired.51

While psychology shows the best method in which the
principles can be applied to the child, Sociology under-
takes the responsibility of discovering them. It guides

action by providing necessary ideas, tries to give stability

—— v -

49,  Ibid., p.130.

50. Ibid., p.129; According to Raymond Aron, for Durkheim
Sociology provides solutions to social problems and
can be substitute for socialism - Main Currents_in
Sociological Thought, p.8¢. '

bt

51. Rules of the Socio

" . e i i O o e s

cjical Method, op. cit,, pp.130-




118

to the process and ensures the attachment of individuals
to the process, Without these actions are bound to be

c .
=2 Durkheim urged the educators to take note of

futile,
these influences in deciding the goals ard methods of

education.

Conservatisms

Conservatism implies a stress on the role of education
as maintaining social stability or the existing status-quo
than viewing it as an instrument of change. Durkheim is
criticised for seeking the reproducticn of the scciety
through education., According to Blackledge and Hunt the
conservative overtones in Durkheim's writings on mor al
education are clear in his arguments of a *'structured class
and school' that clarifies the students of the moral values
and makes them conform to these.53 The individual has to
surrender his individual interest befére society and
punishments in various forms (though not physical) must
be meted out to ensure this, Moreover, sll education
including the scientific education should contain moral
elements directed towards maintaining this interest of the

society.

e i e e % e o o s i e e
——

52, Ibid., p.134. See Giddens, for Durkheim's faith

e o g

in 3ociology, op. cit., pp.112-12,

53. D. 3lackledge and 3. Hunt, Socioclogicsl Inter-

pretations of Education, p.lé,
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Coser also points ocut the conservative bias in the
writings of Durkheim on various aspects of society, parti-
cularly in the writings on education - "the effects of
Durkheim's conservative bias can be more clearly perceived
in his writings on educaticn than elsewhere in his work.“s4
He criticizes Durkheim for conceiving the teacher as a
kind of 'priest®' who mediates between the child and the
society,enlightening the former of the moral rules. He
" has got the authority and must maintain discipline. Durkheim
does not envisage an education that encourages max imum
'indiﬁidual—interest', ‘free-~initiative® and 'co-cweration’.
According to Coser, Durkheim neglects *the importance of
contending sub-groups and conflicts within the social
system' concentrating more on the dichotomy between indivi-
dual and society. Moreover, the reflection of Durkheim's
gener al conservative stance in education is marked in a
failure to explain the 'educational co-cperation' and also

the"complex»network of social relation between the péPrS'.SS

There are counter-claims that Durkheim's views on

educat icn should not be regarded as conservative. Thompson

54. Coser, L.A., "Durkheim'’s conservatism and its impli-
cations for his Sociolojical Theorv" in Essays_on

sociclogy and Social Philosophy, (eds.} Emile Durkbeim,
Rurt H, Wolff et, zl., p.228.

55. Ivid.
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feels that, Durkheim does not mean the task of the teacher
as one of reoroducing the existing society, which he
himself clarifies by stating, "a society without conflict
and change would be a stagnant and mediocre society."56
However , Durkheim does not consider education alone could br ing
ahout radical‘social changes. It functions more to rep-
roduce society than change 1it, because it does not have
adequate powers to be a nanacea for 'suicide and other

social ills'. Therefore, he is not .in favour of giving
worker s more li£erary kind of education to meet the un-

c
desirable effects of division of 1a)c>0ur.“7

Fenton argues that,though Durkheim'’s views on education
might appear to be conservative, but it is only a 'general;
and 'ideal' view that considers society to be 'normal!
or 'healthy’, But Durkheim knew this state of affair was
not prevailing. This is clear from his recognition of the
fact that in advanced societies though economic activifies

deve loped profoundly but they lacked proper organisation

2 . ' .
and regulation.5 Education, he stressed, must fill up

56, Educat ion and Society, cp. cit., "A Society...

Jegitimate ambition”, pp.13-14; also see Thompson,
Emile Durkheim, p.162.

57. Durkhbeim, cp. cit., p.163; also see Moral Educsation,
Oop. cit., p.272.

——

58, Fenton, Steve, Durkheim and Modern Socioclogy, p.l144;-
alsc see Education and Sociology, cp. cit., p.134.
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the lackings of modern societies by developing in the
individual "a reflective ability, a comprehension of the
forces underlying social facts, especislly when social
development is encumbered by pathological forms, and when

mor al certainty is so deeply undermined."59

Fenton seems
to argue that, Durkheim views education as a means to
achieve a particular ideal which‘derives from his general
view of society. He could not have simply stressed the

reproduct ion of society, the ills of which he identified

and sought to eliminate.

Relativism:

——_———— et s oot

The point of relativism centres around the question

'whether Durkheim views the moral ideals and moral

society or it differs according to time and space.

According to Thompson, Durkheim maintains a social
relativism Qf morals, He writes, "Durkheim's first tésk
was to show that there was nothing abolute about systems
of morals, because they were.socially relative, and,
therefore, the formulation of an appropriate moral ity
for modern society could only proceed after the lessons
had been learned about how morality had functioned in

. . , 6
.relation to previous social structures," 0

59, Fenton, gp.cit.

60, Thompson, op. cit., p.161.



Pickering upholds the view that)Durkhéim maint ains a
relativistic notion with regard to education and morality,
He quotes Durkheim to show that the'latter meant a variation
of morality according to =ocial types. A failure to under-
stand such variation only amounts to posing him as 'fixed’,
‘static' and ‘'denaturing' him, . There cannot be any evalua-
tion of superiority and inferiority of ethical system as

there is no universal stanilard to measure them.o1

Accqrjipg to Pickering, Durkheim answers the question
as to why one should follow a moral system in the absence
of a universal standard through his discussion on education
by taking'the plea thef, since societies are constantly
"Cganging' and ‘evolving' it is the moralists who act as
the main ajgents of such éhanges. Changes come about when
there is a change in the gsphere of reasons wheré the pre-
vailing moral actions ani commands are repudiated because

.. 62
of their inadejuacy.

This only implies that Durkheim's framework of
analysis is on a di<ferent plane and Pickering rightly
points out that Durkheim ‘failed to produce an adejuate

theory of social change'. For this he refers to the various

——————— - —

61l. The quotation from Durkheim - "It can no longer be,,.
social types™, Moral Education, op. cit., p.
Pickering, W.S.F,, Durkheim: Essays on Morals and
Education (ed.), pp.12-13.

62. Pickering, op. cit., p.14.
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forhs of Mérxism that grew after the death of Ourkheim.SB

Wallwork also supports the claim of relativism in the
writings of Durkheim, He writes "far from there besing one
universally accepted goal of education, there are different
goals in difEerént societies."64 But Gidiens feels other-
wise when he writes, "Prohably Durkheim never held =uch a
view, which would imply not just a cultural, but a moral
relativism."65 "He arqgues that by the middle part of his
career Durkheim was trying to formulate ‘general conditions
of social existence' cutting across major variations in

mor al codes among societies. In his writings on religion

he attempted to take up the problem of morality from *a

philosophical as well as a sociological level.'6O

According to Fenton, although Durkheim do2s not support
any ‘'universal orinciples of education' true for z2ll time .,
but he also ‘'does not support a purely relativistic notion'.
This is clear when he calls upon the teachers to inculcate jn

the child certain 'fundasmental moral principles' that are

goocd for all societies in all times, These are related to

e e . -

63,  Ibid.

64. Wallwork, op. cit., p.129:; See also, "Where the
State of the Social Milieu... Prescribes for him"
in Education_ and Sociology, op. cit., pp.127-28.

65. Gi

[ 97]

lens, op. cit., p.54.

66.  Ibid.
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the values of, 'a faith in individual dignity', in the need
for justice and liberty. A school system, therefore, must
engender in the child a 'respect for the individusl® and

an ‘'understanding of civic duty and morality'.°7

Neglect of the role of Ideology:

The moral and educational ideas forming the complex
whole of ideology is abcruciél factor that may suit the
position of some classes in society and negatively affect
that of some others. Durkheim's writings on education

- : ; 5
does not take note of this aspect of ideology. 8

But Thompéon argues that a careful study of the
nexus between ‘'social classes and educational ideas and
practices' as brought out by the 'Evolution of educational
thought' simply points fo‘the contrary. Durkhe’im, for
example, points out the aristocratic nature of education
during the Renalssance that sought to spread the ideas of
Human ism. In fact, the middle class after accumulating
wealth only becam= a "leisured-class" trying to follow the

life-styles of the aristocracy. In this process the
59

educat ional needs of the masses were neglected, Mcdern
67. Fenton, op. cit., p.145.
68.  Lukes, Steven, Bmile Durkhedm, His Life and Worlk,
p. 133, '
69, Thompson, op. clit., p.164; Wallwork, op. cit.,

p. 138,



educat ion,that followed Renaissance from eighteenth century

and continuing till todav,while retaining the humanistic

ideals and values put a premium upon scientific knowledge.

The scientific education must prepare individuals for
var lous positions created by the social division of 1labour.
But, as it is alrealy pointed out in the first chapter,
the inequalities of wealth,_prOperty etc, should not conti-
nue because they are external‘to the division of labour and
The child should not be thought of as being
virtue of her=dity.

are not moral.
destined to a particular functionlby
Because of someone's birth one should not be debarred

from the particular education to perform the special ised
70 - e o
As Fenton correctly indicates.

function in his milieu.
Dur kheim does not envisage a stratified education system

facilitating intellectual pursuit for any particular group
71

sociology of the
its duty to be the
the child who has

of
he lives in. Though

and depriving some others,
In consonance with his general
Durkheim outlines

role of the state,
*intellectual and moral develooment'

to be prepared for the social milieu
the state should not be so powerful as to monopolise

instruction)but it should alc0 intervene at certain points,

pp.117-18.

70.  Egucation _and Sociology, op. cit.,
Fenton, op. cit., p.148.

71.



This gives the power to the state to guide those schools
which are not under direct state control, so that they
maintain certain standards. Though, those holding the
position of authority should not be allowed to impdse
their belief on the'sfudents Qithout proving their vali-
dity, but the state should look into the fact that the
school system tries to develop in the child the universal
principles like respect for reason, for science, for ideas

and sentiments etc.
72

, in an attempt to build up the demo-

cratic morality,
According to Fenton, this view of the state does
not pose Durkheim to be an advocate of a strong state
that functions to give rise to a ‘powerful collective
conscience', This is because, he recognises thz fact
that it is impossible for the state to ‘create and impose’

. . . o . s A 73
a collective conscience when the public opinion is divided.

Mannhe im on Bducaticgj

3

In the previous chapter it has been highlighted that
Mannheimr was concerned about the social disintegration
ar ising out of the rapidity of social changes due to indus-

trializaticn and in his search for a democratic consensus

72. Education and Sociology, op. cit., pp.80-81l;
Fentcn, cp. cit., p. !4

-

73. Fenton, cp. cit., p.112
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he envisaged education to play an'integratinq role,

Mannheim emphasizes the creation of a democratic
elite through education who can give proper direction to
the rapidly changing éociety. In his approach to society
it has been dealt at length how he views the elite to occupy
the key positions from which they carry out the democratic_
planning. Definitely he visuszlises education as a form of
éocial control. The questions then which will be taken up,
are: the end to which educaticn is directed? What are the
main'functicns of education and whether his theoretical
analysis successfully combined the elite theory with the

democratic planning to which he gave 'so much importance?

Mannheim considers schocl as a transitional society,
an intermediary between the family and the state performing
the vital function of preparing the youth for the adult
socialvlife. In this, he expresses the influences of
Lloyd Warner and E.J, Hiller upon him. By preparing the
youth for secondary group interactions the social experiences
are ‘'intensified' and ‘systematized' thus paving the way
" for social life. This function, the schools can effectively
perform,when they instead of being conceived of as placed
of temporary stay, are considered as institutions serving
the adult life and the social system as a whole, There

74
should be continuity in learning extending into the adult life,

A e it et e i e et i Y et

p.34. T T
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Mannheim attempts to show,how the process and aims
of education have changed over time and place. Mannheim
showed how different educational ideals were entrenched
in Western-European societies., The Greek ideal of educa-
tion encouraged the political, militarv snd literary
virtues, a sense of ‘noble pride’ and freedom of the
independent man, Mor a4l goodness as a part of education
consisted, 'the harmonicus functioning of all the

TR
L

elements in human-personslity’.

The growth of the mediieval universities that set
the trend for higher educaticon which continwes even today
in Europe carried the imprints of medieval Christianity's

*lovalty to the guilds' and ‘*the ideals of craftsmanship
76 ‘

Renaissance which succeeded the medieval christianity

differed from the latter in a3 decreasing influence of the

church and a sense of self-coniidence fostered through

education., The individualism that develcoped was reflected

in the nobility,who carried with them the ideals of a

'Gentleman' and a tradition of chivalry, the two important

elements of the followin< educat ional practices in England.

75.  Ibid.
76.  Ibid., p.37.

77. Ibid., pn.37-78,

P

77
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For Mannheim, commercial success led them to strive for
social starmding through the recognition of the king. They
disliked any type of manual labour. Though increasing
trade and commerce and growth of learned professional
minimised the differences between gentlemen and others,
but the ideal of the gentleman contirued to influence the
educational system in a marked way till the beginning of
nineteenth century and has got its reminiscence even

today.78

Through this,énalysis in a historicel perspective,
Mannhe im emphasises the need of the present time. This
is to comprehend what the educational id~al should be and
the result it produces so that education can be planned

7

according to the needs of the society.'9 In this way he

relates education to planning and to the democratic society -

he had in mind.

Manrheim calls it to be the ‘narrow view of education'
one which is considered onlvy as the influence of the older
generation on the youth that includes ideas, knowledge and

attitudes ete., This be contrasts with the brosgder definition

£

of cducaticn which includes both the development cf the
individu-l-ani also the whility of education to comprehend
7€. Inid., pp.4C-41,



s
coe
FadhN
[

the forces of a changing and developing society.80 It

recognises that,instruction is not only the vital function
of the school, but to link the individuals to the society

through the education they receive.

This is clear in the distinction which Mannhe im
makes between the formal education given through the
schéols and the social edUcation,'i.e., the influence of
the education felt tthugh the community influence.
Education has to be related to the wider society. Mannheim
intends the social education to embrace spheres beyond
the formal education - "that is to say that education has
to be considered as one and indivisible in which formal
schooling, vitally important as it is, must in all parts

be related to other factores in society."81

There are two perspectives regarding the role of
education, The first one is of the ‘individualistl®, who
view education as serving individual ends separatelv.
Education serves the individual by bringing a change in
his knowledge and attitqjes. The collectivists on the
other hand, are primarily concerned about the scociety,
Disregarding the factors of-individual mobility, it only

wants Yo prepare the new members in different functions

80.  Ihid., pp.16-1E.

81. Ipid., pp.20, 151-52.
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according to the needs of the society. Mannheim points
out a third Way,that combines the'goai aspects of these

. . . e
two seemingly contradictory views. 2

This third approach wants to bring the best out of
the individual and convert him into a 'socisl self!', The
society ansigns him functions according to his"talent'
and 'potentialifies‘ and an individual makes individual and
co-operative contributions, He does not try to use the
society but feels his own self to be built from materials
drawn from the society, This approach which Mannheim
favours placed emphasis on the spontaneity and creat ive
potentials of the individual and also the importance of
the environment., The interaction between these two helps

: ]
in developing the self of the indivJ’.-:’iual.v3

According to Mannheim the creativity of the child
develops when he bEéOmés active on his own. The task of
creativa education is to uniderstand the direction towards
which his spontaneocus energy is directed. The adults
should not check this spontaneity by checking his expres-

84

sions in movement, in speaking etc.” He writes, "creative

education comes about,when children are active of their

82. Ibid., p.48.

83, Ipid., p.19.

e4. Ibid., p.102.
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own volition whether it be in the simple skills of working,
talking or playing, or in the spontaneous, unstylized
achievement of child art, or in physical effort, or in

individual intellectual success."85

Social Education:

Mannheim's social education aftempts to orient the
individual to the society. The need of such orientation
ar ises out of the fact that ejucation does not end with
the formal education, it continues in the individual

throughout his life. The whole 1ife he has to learn how

to adjust to the society.

Mannhneim recognises education to be a social fact
. . . ' : 85 .

which is directed towards a social end. Mannheim's
social education attempts to reduce and do away with

the conflicts between individual and society and draw a
balance between them. Mannheim writes, "social education
does not seoek to create a gregarious social animal, but
aims at creating a balanced personality in the spirit of

real democracy; individuality should not develop at the

U -

85.  Ibid., p.105,

86, The concept of social fact for Durkheim contains
thrae criterion: external to the individusl, more
powerful than the iniiviiual and exercising a cons-
traint over him, In this 1light Mannheim's view of
educatinn vis-a-vis society has bheen analvsed. For
this, see Mannheim, Freedon, Power and Democratic
Planning, p.175.

S g L
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- expense of community sentiment!

Mannheim secks to resolve the conflict between the
interest of the individual and the interest of that of
the collectivity or society.. He agdvocates a balance between
these two, He views 'ego-security' and ‘'social-rootedness’
as the two components of démocratic personality and the
test of a successful educational process lies in maintaining

. Q
a proper balance between thesz two aspec:’cs.v8

In Mannh2im’s analysis the disintegration of modern
society through its constituent elements like primary
groups, community life, evxcessive bureaucratization apd
the centralization of power etc. have reduced the role of

the controlling elize and have generated a process of massi-

0]

fication that gives rise to mass irrationaslities. The
positions of authority being open to masses,can lead to a
totalitarian situation that cannot be checked bv the
liveral-democrat ic methods. Also,he discusses about
various modes of thinking evolving in various epochs.

The final stage of planning entrusts education to help
the democratic elites to replace the masses from the key-
position.89 The position Mannheim assigns fo the el ites
87. Mannheim, op. cit.

88. Ipbid., pp.244-45; Remmling, G., own. cit., p.131.

14

89,  Man and Socisty in an age of Reconstruction, ow». cit.
pPD. 152-53.
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is derived from his sociology of knowledge which has been

discussed in the previous chapter,

Mannheim recognises the social origins of the cate-
gories of thought. ,ccoriihg to Mannheim, thought depends
on the socio_éxistential conditions of a particular histo-
rical period, Again, there is a penetration of the social
process into the perspective of thought. Thus, for Mannheim,
the sociology of knowledge is the théory of the social or

. . . . - o 20
existential determination of actual thinking.

According to Remmling, the eguation of reality with
social existence indicates,the primary importance that
Mannheim gave to social life which determines the ‘'meaning,
content, validity and structure of mentallbroducts‘ apart
from conditioning the temporal realization Qf ideas.91
Had Mannhe@im only maintained that thoughts are conditioned
by social positions or social positions carry with them
certain sccial meanings, he would have falleh into the
charge of ‘'relativism’ which he avoided by resorting to
the concept of 'relationism'. Relationism allow=d him to
take into consideration the subjective experiznce of the

observer, the values and position of the subject and the

90.  Iieology and Utopia, op. cit., p.239.

91. Remmling, op. cit., p.50.



135

social content., Whereas 'relativism' onlv allows the
subject to have the knowledge within the limits of his

own position in the éocial structure, relationism allows
him to transcend his existential barriers anl have a 'total
92

perspective’,

'

The implication of the concept of relationism is
seen in its application to the category of free floating
intelligentsia, a category of newly formed elites who, as
they are not frbm any particular class (a categofy whose
membershin is recruited from all classes) can have a total
pverspective, This category of intellectuals are blessed
with the ‘substantial rationality' because of their intel-
lectual cultural and other achievements. They can see the
interrelastion between different spheres and carry forward

- . . 93
the task of plamming for the whole society.

Though Mannhein later identifies intellectuals siding
with one class or the other in the power struggle, but he
maintains the view that intellactuals are in a bhetter

position to synthesise the fragments of reality, despite

4 24
their alignment with anv class, then any other classz.
92, Ideologv and Utopia, pp.7C-77; Mannheim, Essays on
the Sociology of Knosledoge, pp.274-75; Remmnling,
op. cit., p.6C; ¥ric Hovle, op. cit., p.58,
93.  Man ond Society in :n age of Reconstructicn, op. cit.,p.74.
94 . Egcays in the Sociology of Culture, co. cit,, pP. %-106;

3lec sce Heeren, John, ©Karl Mannheim and the Intellec-
tual Elite" in 3ritish Journel of Sociologv, vol.22,
%71, pp.E~E.
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The task of education was to train and select this elite,
which will be on the basis of the principle of merito-

cracy.

According to Mannheim, intelligence and meritocratic
perforﬁance place the ablest members at the top who there-
fore should be entrusted with the task of plarminq.95
Like the functionists, Mannheim also champicns the values
of brotherly help, co-omeraticn etc. The planners have
to educate the masses to organise their social life and
relationships around these values., This forms the essence
of the concept of soccial education.96 tannheim, unlike
Durkheim, does not advocate equal start chances for all,

. but stresses, first, the selection of the future elite and
then théir undergoing a form of education that develcps
substantial rationality in them. It also creates a common

background and the subsequent sense of unity in them.97

But the principle of meritocracy is perhaps not
suff icient to control the mass-irrationslity that is an

of fshoot of the process of negative demccratization. Therefore,

95. Man_and Soc1etv _An_an aze of Reconstr “tion, ¢p. cit.,p.251

|8
i et i e ——_—- dme - m—

% . Frecdom, Fower and Democr at lc Pl —znnlr_g, oDn. c‘lt, R
pp.173-75; Man anﬂfﬁgs£§§ " ODCit . . D.251; Gunter
Rermmling, cp. clit., p.l1C0.

{ 2ﬁ<gn struction, .
$.917 HoyIe, E., op. cit.,
Sociology of Tducatiom,

dnoan_ Age © of
97. Man and Societv,/ op. cit.,
©.5%; ;gtrOJucfggg to_the
op. cit., p.22.
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Mannheim combines the principle of meritocracy with the
selection of the elite from the traditional ruling class

on the basis of blood and wealth.98

These elites have to
be educated in the experimental schools that mainly aims at
developing a rationality necessary for planning for the

entire society.

Mannheim'’s vision of the elite is that of 2 group
which can transcend the various narrow aspects of the
reaglity and have a comprehensive view of it. He views
tbe total situatlion and formulates his actions accordingly.
In 'Ideclocgy and Jtopia' he describes it to be a sort of
_'broad perspective' that the elite must possess to counter
the irrational forces. In 'Man and Society in an age of
Reconstruction' he identif ies this awareness with the
'principle media' that enables the elites to understand
the interplay of forces giving rise to a particular situation.
The awareness'is again linked to the concept of *substantial

rationa=lity' which enables the elite to comprehend the -

e ———— st et i e cat?

98. Man and Society,..op. cit.; Hoyle, cp. cit.; Remmling,
op. cit., p.9%, :
However, Mannheim views in a democratic society there
will be free cormmunication between the different social
strata. Educaticn helps the talented and deserving
members of the lower classes in getting into the cate-
gorv of elites. The methods of social selection must
lead to differences among masses without which the
culture cannot be pregerved - Introducticn to the
Sociology of Education, op. cit., pp.164-66.




, , 90
whole situation.

This awareness that leads to the comprehension of
the total situation is possible by a system of education
that stresses a synthetic approach insteazd of the existing
over-specizlization in the universities. Neither tradi-
tional humanism nor a narrow scientific education could
help develop this awareness, The traditional form of
humanism creastes g distance between the elites and the
daily life. The elite thus fails to understand the true
reality.loo The over-specilalised nature of scientific
education also lacks the necessary cultural background
to grapple the wider issues. Education with a primacy of
social sciences could in his view lead to the development

of the ruling elite he had in mind.101

Mannheim discards the older aguthoritarian methods
in which the teacher relies on exercising his author ity
on the subject. The teacher now has to act as a ‘'guide’
who creates an emotional rapport between  him = - and

the student. In this environment true initiative of the

g9, Mannheim, Diagnosis of Qur Time, p.61; Man and Society . .-
- op. cit., p.351; Hoylé, E., op. cit., p.61: Coser,
Ma<t°rq of Sociclogical Thought rp.438, 461,

A g 2% st gt Pt S

100, Essays in the Sociology of Culture, op. cit., nn.229

31 - "The humaniem creates a distance... of one's ever y-
day situation", p.231.

*r

101. Freedom, Power and Democratic Planning, cp. cit
p. 115, '
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child can take place and it facilitates the intellectual
learning of a better gquality. It therefore needs a new
thinking about the relationship between the teacher and
the student, which takes into their interaction and the
teacher not viewed solely a person carrying authority but

someone trying to develcop the personality of the student.loz

The réeValuation‘of the education and school system
not only emphasises the teacher-student relationship but
also the method of teaching according to the ‘subjects’,
'*learning situations' and 'dgpth of understanding' required
and also the examinaticn pattern in favour of one that
enriches the psychological make_ﬁp of the chiild. Gregater
participatinon of the stulent has to be ensured and the
external rewards liketmarksszrizes:‘rankingletc. have to

(3 3
be replaced by mohbilization of the interest of the pupil.

Ther=fore, th=s teacher has to be prepared in a new wéy.103

e et i i e+ o o S ol e

102. I*ﬁm@.l:t_l.‘geﬂ-:Q_Ehgjsz:_lg_lgg,z of Education, op. cit..
p.28; also see Loaier, Colin, The Iqtpllmctg§} Deve-
loompﬂ+ of Karl Mannheim, p. 187. Mannneim's faith

— e ot ot i e P R I OOy

in the Cdpablllty of the teacher arises out of his
conviction that the teacher has the complete authority
to structure his class room, His predispositions
towards his job, his psychological and personality
structure affect the education and expserience of the
pupils. Introduction_to the Socinlogy of Education,
op. cit., p.141."

103, Introduc+1gg*39_gbg_§9§lglqu of Education, op. cit.,
op. 32, 153; Loader, op. Cit., p.157. Mannheim stresges
the failure of older autboritarian methods in develop-
ing the necessary spontaneity and experiwmentation and
dr:w1ng a balance between spontaneity and continuation

in education.



Mannheim views education to act as an'agent of social
change. According to him, now the education and school
have to be consilered as agencies of social change. It
Can no more be thoﬁght of as merely ‘imitative adjustment!
or "introduction of someone to an already dvnamic society,

n104 Th2 function of

but an agency of social change.
schools is not merely to impart knowledge but to guide
all phases of 1life in a democratically planned society

. : . . 10
in terms of democr at ic experience. >

We have already noted Mannheim‘slprefersnce for the
primacy‘of the social sciences in comparison to the over-
specialisation of scientific education. In this he gives
a special place to the soéiologists,who are not only instru-
mental in creating a new system of education but also make
the people understand the operation of various social forces *
by raising their conscioudusness. When people have 3 rela-
tively accurate pictur2 of the social reality their adjust-
ment to fh@'rapid structaral changes and intense social
conflict becomss easiar. The process of fundamental

democratisat ion requires the education of the people for

¢t . 6

raising their awareness.lc

104, r@cdomﬂkpouor and Democratic Planning, oo. cit.,
D.248; also see Loalar, Colin, op. cit., p.164; also
see Introduction to_the Sociologv of L§B£§E£95,99.17-18,

50.

105, Eggggggi_ggygganni Democratic Planning, 2n. cit.,
pp. 2432-50; Man_and §Oulf§Y'u_P. cit,, p.1 195,

106. Diamosis of Our Tiwe, op. cit., p.154.
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The systematic sociology which Mannheim attempts
to develop almed at a synthesis between theory and practice
or experiment. The social forces to which we have alregdy
referred explain the sociasl grouping of individuals.
Sociology unravels the forms and processes that facilitate
the living together ot human beings. Moreover, it explains
the historical changes taking place in the same social
grouping, 2.9., familv, Aapart from these, socioloqgv
fdcuSSES on the interactlion among various social institutions.

¢

' . ke v Lc : bd
Mannhe im discussas the major social forces of distancing,
L, . . . o, . ’ . : e >, .
industrialis=ation, integration and competition in his

o ¢
systematic sociologv,in aldition to the aspects of social
N . ’ ¢ . 1 .
conflict, social control and social value etc, His
- -gystematic sociology visualises a social unity that

facilitates the living together of peOple.107

The implications of systematic sociology for education
is to prepars the student for respecting the basic values
of society, the needs and interests of the collectivity
and above all to train them for facing the challenges of a
changing situation. The democratic pnlanning requires that

ma=sés should ve flexinle enough to adjust to the changing

107. Bo7yartius, Emorys, "™lannheim and Systematic Sociology)
Sociology and sSogial Research, vol.43, No.3, Jan.-

Feh. 1952, po.213.17,



situation. Therefors, Mannheim argues in favour of group
analysis as a form of educational technigque that shows now
masses interact in the group situation, In this be points
out the usefulness of péycholoqical and psychcanalvtical
methods that applv to the multitﬁdé.at the same time, Both
sociologists and psvcholojists who concern themselves with
the question of adjustméent of people fo a changing situation’
argue in favour of this Agroup analysis. The mecit of group
analysis lies in its exposition of the way in which social
harmony is malntained aﬁd restored in case of any disturdance.
Mannhe im recognises collect ive adjustment as equally impor-
tant as individual adjustmént which justifies the use of

group analeis.lO8

In 5 lecture adiressed to the German sociologists,
Mannheim expresses his liking for Sociology. He identifies
thrée important aspzcts of sociology. These are: first,
‘general Sociology' that deals with the social forces as
a whola, The methodology which general socinlogy apnoints
are of three types: ‘comparative-typologicalt, ‘*histrio-
idiographic' and ‘ahistorical-axiomatic’ The 'special

socinlogirs! belong to the z2cond category that establishes

108. Diagnosis of OQur Time, op. cit., ».87; Also see,

Essays on. aocgogozv 2nd_Social stcholqg for the

¥he contripbution of psvchologlﬁal knowloqu in the
personal ity formation, pp.267-78.



143

a link between the social processes and the vital areas
of intellectual pursuits like educaticn, language, knowledge,
art etc. The third category includes the 'Sociology of

culture' that deals with experiences in cultural and histo-

rical settings and also reveals the institutional and social

. 9
1nterdependence.1o

Mannheim visuzlises the important place that Sociclogy
can have for raising the mass awareness in the planning
process. Its vital functicn consists of objectively bringing
in time to the pubhlic the issues of crucial concern, For
these goals of educaticn to be achieved, he proposes the
inclusicn of 'Sociogr aphy and statics’, ‘current studieg!

etc, to the teachings of Socioclogy. This can replace the

w

*classical cultural studies'® by one suitable for the indus-

trial society,llo

The sociologicel approach to education conesists of
bringing a synthesis between the individualist end collecti-
vist approaches to education. The individualist thinks
succesg in term of changes in inﬁiviﬁual 'knowledge*' and

‘attitudes' whereas the collectivist emphasises social change

109, Remmling, Cunter, co. cit., p.7¢%,

110. Ibid.; alsgo see Mannheim, K., Essavs on_ Scciology
and Social Psychologv, pp.279-80, for the applica-
tion of sociclogical factors in personality formation.




and proqréss. 3ut Mannheim argues that the progress of

the society on the one hand needs the growth of 'differen-
tiated personalities’, . the recognition of theif apt itude
for particular functions on the basié of talent and on the
other hand the individuals must contribute their best to
the socisty., The 'discipline! whiéh society brings upon
the individual has to be coupled with the 'spontaneity'of

e e a s 111
the individual.

Mannheim envisajges the educational knowledge to have
a balanced view of the scciological, psycholojical and

historical knowledge. Man is a product of history having

a psvcholojical make-up and sociological setting.112 His
self and personality grow out of social interaction which
dispels the misconceptions about the innate Constituticns
of the behaviour. This leads Mannheim to consider the
effects of social conditioning on human nature and the

. . . 11
social and cultural concepts of personality, 13

Mannhieim calls upon the educators to be aware of those

influences. ‘the psychology of education by pointing out

111. Introduction to the sociclogy of Education, op. cit.,

pr.4€-42,

112. Ibil., p.112. Mannheim recognises the growing inter-
dependence of these subjects, see Essavs on Sociclogy
s! -

nl Sociasl Psychologv, on. cit.,

— ~

113. Introduction to the Sociclogy of Education, cvo. cit.
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the effects of the experiences of early childhood on matu-
rity can be useful in taking care of young children. Though
this does not hold the promise of being accurate with which
one can predict the behaviour,but this knowledge is certainty
of immense help in having a general idea of the human

114

behavicur. Socioleoqy enlightens the educator of how a

society functions., For example, it ensbles him to know the
‘difference bhetween revolution and reform', the handling
of 'conflict', doubt and the promotion of freedom in a
democracy. It also conveys the idea apart from voluntary
political action or compromise. The influence of cultural
elements also bring changes through education at various

levels, advertisements of varicus sorts and also through

the products of modern tec‘nnology.ll5

However, the co-operation of various disciplines is needed
in
j;eaching an ocverall view of what the aim of educaticn should
be andl in what way this can be attained. However, in this

interdisciplinary framework, soclolcgy occupies an important

. . 1. 116
place as ‘basic' to all these fields. 1 The educator

£
A

should be aware of these diverse influenc

@
n
[63)
3
[or

accordingly

fix the goal and methods of education., 'We have already

115. Ibid., p.151.

116, Esssys on_5Socicloqgr and Social Psvchology, cpo. cit.,
p.203.



discussed his views on psychoanalysis. So far as behavicu-
rism is concerned he criticises it for neglecting the elements
of the 'human personality' that can be compfehenﬂed by ‘sym-
pathetic understanding'. 3But he credits it for giving the
knowledge of ‘'external individual behévibur'. A planning
process must take note of the contributions of these fields
which as we have shown has got implications for the goals of

,
education.*17

A critical analvysis:

fhus, whiie Mannheim éonsidér; ed&éggionrasra‘fofm
of social control, he has a definite vision regarding the
type of society it must encourage. According to Mannhéim,
its primary function should not be the inculcation of
Fascism nor the laissez-faire policy givingArise to complete

eanarchy. TIts primary function is to generate the democratic

consensus through the creation of democratic personality.118

Mannheim discusses in detail the characteristics of
the democratic personality, the nature of the democratic

D o, . 2 e e i et i e Aot

117, Kettler, David, vVolker Mejz and Nico Stehr, Karl

118. Introduction to the Sociclogy of Education, op. cit.,
p. 165; Bducation, for Mannheim, is considered to be
a form of power which can be used for the purpose of
social control in line with the principles of democra-
tic consensus. Diagnosis of Our Time, op. cit.,pp.2-3;
Freedom, Power and Democratic Planning, c¢p. cit.,pp.6b-
8; Man_and_societve.op. cit., p.271; Loader, op. cit.,
p. 16 3.
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consensus etc. ‘His democratic interpretation of life
intended to avoid both the ends of liberal, laissez-faire
type and the totalitarian systems, The liberal system
leaves the individual to think about his self and situation
and tackle hig difficulties by himself, The apathetic
attitude of the masses towards things that decide their
everyday existence leads to a Fascist system, The democratic
interpretation is the third possible way which does not
legve the individual to his own,and education provides
correct interpretations of 1life and the cﬁrrent problems

to thé people, Secondlv, by actively associating the masses
in the democratic process it breaks their apathy and averts

the danger of a Fascist rule.llg

For him, .it is a democratic
system in which the democratic elite rules the society with

a comprehensive planning.

Mannheim maintains a relativism in the relationship
between education and society. In his analysis of ‘*the
historical character of educational aims' he shows how
various ideals of education developed in different epochs,
This has already been discussed. Through education man
has to face the problems that arise in the course of

development of the societyv, to which he belonas, at a

i

particular period of time. The values that he takes as

S ———n v v A > A" e et

119, Inid., p.251.



N
At

14

his guidelines must encourage him to transform the sociesty
to a higher level., 1In the selection of these values
education plays a crucial role particularly when it is

. . 12
related to the society in a broader sense, 20

Mannheim's concept of vlanning and democratic consen-
sus in which education i« a keyv-factor can be criticised
as performing the function of sccial reproduction. His
views on educaticn do not aim at doing away with the econcmic
inequality or in raising a consciousnegs ahbout the nature
of the ruling class. 1Instead, be seems to be justifying

some form of inequality as the necessary condition of the

survival of the society.

Mannheim's concept of meritocracy is too rigid because
of the inclusion of the critericn of race and blocd. The
pre-selecticn of future elites on the basis of race and
blood from the traditional ruling class only helps education
to be confined to a few which is égainst the idea of
egual ity of cpportunity. 'hen education is geared to
safeguard the interests o the ruling elites "socizsl gate-
keepiny functions are parazmcunt and learning becomes co-

incidental."121

120. Ibid., p.50.

121. Remmling, cp. cit., p.1C0 - This view 1is alsc held
bv C. Wright Mills in The Power Elite, pp.62-€,
quoted by Remmling, cp. cit., p.1CC.
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Though Mannheim shows some concern for education
of the masses, but ultimately he left education in the
hands cf the democratic elite to use as a form of social

control.122

Differences of opinicn exist in whether
Mannheim really favcocured a social change or his writings
suffer from a static bias. Those who want to identify

him with a ‘'static bias' maintain that his concept of
planning was not a revolutionary method of bringing change ,
rather one thzt zims at a readjustment of society by
correcting the disintegrative elements. In this, elites
ensure cocial consensus with the help of a 'propagandistic!

1
education.‘23

3ut others repudiate such a charge on Mannheim. Loader
holds the view that,although Mannheim does not favour a
. he
revclutionary change but AAlse does not favour maintenance
of the status-que, Rather, he believes, the democr atic
pressure acting upon the educaticn system helps in reducing
. . 124
the distance between the elites and the masses. But the

exclusion of the masces from the planning process zand the

entire charge of planning resting in the hands of the elites

s c—

122. Hoyle, opb. cit., p.t2.

123. Ibid., p.67 - Floud also criticised Mannheim from this
angle - in A.V. Judges (ed.), The Function of Teaching,
pn.42-3, quoted by Hovle, op. cit., p.67; Coser,

op. cit., ©.447.

124. Loader, cp. cit., po.175-76.
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lead some to comment that,it may be ‘'planning for democracy'
but not ‘'democratic planning'.125 Also, his 'lack of poli-
tical commitment' is responsible for his failure to answer
the political gquestion of "*who shall actually do the plan-~
ning'? There are also difficulties with regard to 'who
plans the means of socizl reconstructicn? and who plans
the goéls of social change? Though Mannheim emvloys educa-
tion for controlling the self or in building up the democr a-
tic personality, but there are no specific *known soci=zl

™

.
groups' to which he intends to leave this re_cporw.sibi1ity.*20

According to Remmling,the failure to take note of
the revclutionary changes, Mannheim's views of éducation
does not properly explain the spheres of *socio-economic®
and 'political pewer!, That is why there is nothing regard-
ing the ‘*traditional upper-class domination' and why there
is a need of shifting the fesponsibility and control of

education from the traditional ruling class to the new

elite.lé/

The views of Zurkheim and Mannheim on education

reflect their concern for the scciety. The individual

125. Lindsay of Birker, MReviaw of Freedom, Power and
Democr at ic FPlanning' in 3British Journal of Socislogv,
vel,2, 1952, p.&5s.

[O)

126. Remmling, op. cit., p.135.

127. Ibid., p.144 - Remnling used the word 'representa-
tives of the 0ld order' and 'men committed to the
ideal of fundament:l democratisation', for traditional
ruling class and the neyw democratic elite,



has to be oriented towards the group or the collectivity.
But the rapidity of the changes brought about by an indus-
trial society gener ates problems of adjustment and excessive
individuyalism. This threatens the social order and the
growth of various irrational forces or abnormal conditicns.
Therefore varicus control mechanisms are necessary to

counter the effects of disintegration.

Education,as one such control mechanism,not only
performs the function of social selection but is zlso
ihstrumpntal in develowning a morality in the individual.

It explains to hir the advantages of protecting the collec-
tive or the sccial interests. In the previous chapter we
have shown the usefulness of the division of laghbour in a
complex, industrial society. Both Durkheim and Mannheim
relate elducation to the division cf labour, The division
of lapour requires specialisation and expertise which

come through education. TFor this they justified the appli-
caticn cof meritocratic principles in schools., 3ut while
Durkheim, in line with his genecral view of e~quality of
opportunity argues in favour ol equal start chances for
all, Mannh®im maintains s Auali=tic view of education.
This is clear in his advocacy for mass education on the
_one hand and special education for elites on the other.

This is in accordance with his gen~ral view of the division
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society into elites and masses in which the elites are
supposed to possess a holistic view of the society., This
is why thev must be given the responsibility of planning

for the masces.

Both Durkheim and Mannheim undertook historical
analysis of the growth of education to show the social
ends pursued by education in every epoch, Therefore, in
modern society the aims and practice of education must
be a different one than the preceding ages. also, the
nature of relationship of education to other institutions
have chang=d. They are not against the develooment of
individual ity which favours creativity, invention etc,
but they asre against the type of individualism which
does not care much for the social obligations and concen-
trates on furthering individual self-interest. Moreover,
they recoqnised that the nature of morality and solidarity
has changed in the contemporary context which calls for
an alternative, appropriate morality to be established,
Durkheim's ideas of rel=ting education to the organic
solidar ity are echoed in Mannheim's views of relating
education to planning for a democratic consensus. Both
of them worksed in an integrational model in which education

played 2 crucial part in realising that integration.

They called upon the educator to take note of the

social factors acting upon the individual and make them



avare of this., 1In this the educators should also take
insights mainly fron the lessons of history, psychology

and sociology among other discipnlines of the sccial sciencés.
Both Durkheim énd Mannheim considered history to be important
in drawing lessons that not only guides the present practice
of education but also helps in determining the ideazl of

what future education should e, Psychology is helpful in

g

rovidiing the knowl=2dge azhout the individunal without which

the modification of their behavinur for social ends i

W

. Guite difficult. Socionlogv is crucial among 31l the=e
disciplines of the social sciences because by showing the
interrelation among the social forces and the relationship
of individual to the society it performs the impor+ant

function of determining the social ends of education.



CHAPTER IV
CONCLUSION
T
The works of Durkheim and Mannheim can be linked to

the dominant concerns‘of their general socioclogy. Both of
them had faith in the analytical power of sociology in
identifying the factors that lead to the disintegration
of society. The analyses of sociology, they hold, will be
different from other social sciences and complement them

in reaching a holistic view of society.

Besides its allocative function of placing individuals
into different positions for which they are fit on the basis
of their merit, talent, etc. Durkheim argued, education
has the vital function like other institutions of society
of developing the necessarv morality in the individual. This
mor ality is different from the traditional form based on
family and church which used to bé the integrating force.
They have been replaced bv specialisation'and mutual inter-
dependence of funétions. In the absence of alternative
moral order abnormal and vathological forms emnerge like
anomie anid social conflict etc. Therefore, he strassed
on the developmsnt of s2condary institutions all having
a moral purpose to f£ill the vacuum caused by the declining
influence of family and church. Lukes has correctly

pointed out how education forms a part of Durkheim's
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mor al and politicél framework.1

Mannheim's concern for education forms a part of
his elite theory and planning; Like Durkheim,he also
views the rapidity of the changes brought about by indus-
trialisation without giving masses sufficient time to
adjust, as one of the causes of social disorder, Secondly,
another cause of social disorder he traces in the break-
" down of the control of traditional elites as a result of
mass democracy. In this changed circumstances, 2ducation
has to train the elites, who have to be selected before
hand on some ascriptive criteria like race, blond etc. to
assume the role of planning for the whole SOCiety. Moreover,
education has to inculcate in the masses the qualities
necessary for a democratic consensus which is a precondition

for democratic planning.2

Opwosing any universalistic. view of education they

holl that the form of education changes agcording to the

1. Thesze things have been discussed in chapter Il on
Durkneim's apwroach to society and in the context
of moral education in chapter IrI. Lukesg descri-
bed that for Durkheim the relationship of Sociology
to eiucaticn is on= of ‘'theory' to 'practice’'.

See Lukes, S., Op. cit., p.359.

2. Thess things have bhsen discussed in chapter IT in
the context of the principles of selsction of elites
and in chanter III with regard to the function of
education,
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types of society and social organisation. 3But there gare
certain common elements which education promotes invthe
individual. These are the f=elings of attachment to
society, brotherlv heln, co-operation etc., Durkheim's
sociology of knowledge can be linked to his views on
educat ion, as education promotes that khowledge which is
socially determined. Mannheim made it clear when, 1ike
Durkheim, he considered knowledge as socially rooted, For
example, he arqgues that the assumption of the teacher

inf luences the schooling and experience of the pupil.

Sharp has correctly pointed out that both Mannheim
and Durkheim analyse the ills of capitalism and industria-
lizatiéh in moral and cultural terms. They offer a middle
way between capitalism based on laissez-faire policies and
any form of collectivism or totalitarianism. The third
way consists in a welfare state extending certain basic
amenities like education, health services =2tc. to the
people and teach them through education the basic values

. . 4 '
needed for social order and cohesion. It has already

been pointed out that Durkheim argued in favour of abolition

3. Discussed in chapter IT1I,
4, Sharp, op. cit., p.39; In chapter II we have already

notedl that Durkheim offered a quasi-Syndicalist
so lution whereas Mannheim put forward an elitist
solution to the social problems. See Hoyle, E.,
op. cit., pP.55.



of the private property, but according to Sharp,Mannheim
instead of considering private property as a factor that
perpetuates unjust inequality, considered following wWeber,
the private entrepreneurial business preparing-leaders to

guard against the excesses of bureaucratisation.5

Education is viewed as a control mechanism by both

of them. This coﬁtrql is not of a physical kind but the

development of morality among the masses. The essance of

moral education of Durkheim and social education of Mannheim

converge on this point. In this context Mannheim takes a

dualistic view of education. He argues-that it educ ates

the masses along democratic lines with a morality that

binds society together on the one hand, and that it is
‘restricted to the future elites in special type of schools

designed to develop the necessary qualities of planning

and governance on the other. Increasing opportunities

made available through education, he argues, are responsible

for the infiltration of the elite positions. Durkheim,

however, is in favour of providing equal opportunities

for 2ducation to all, but the education of various social

funct ions after that should be strictly on the basis of

merit, aoilities and function for which someone is fit.

s

5. Sharp, on. cit.

i ——— o
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Education realises to the maximum someone’s potentialities.6

There are differences.of oﬁinioﬁ régarding a conser-
vative bias in Durkheim's works on socioleogy in gencral
and education in particular. This has been pointed out
in chapter IITI on education. But he is both - a progressive
and a conservative - 3 position which Lukes correctly
points out by identifying Durkheim as both a moralistic
conservative and a radical social reformer. The same is
true of Mannheim alsc as evident from his dualistic view

-
of education mentioned in the previcus paragraph.,’

It has already been pointed out in chapter Il that
they are against any revocluticnary soluticn to the social
problems of modern, industrial society. The overemvhasis
/On consensus co-cperation ete, between individuals, c¢roups
and classes led them to neglect the conflict aspect of
social relaticns. A critical or Marxist analysis of
modern, capitalist society emphasises the existencevof
social conflict on the basis of a relationghip of super-
ordinaticn and subordineticn and differing interest of

various sccial classes. The magintenance of this relation-

ship is carried out through the social institutions that

6. See chapter 11 for Mannheim's ideas on selecticn of
elites and chapter III cn function of education in
bringing a democratic consensus, For Durkheim's view
on euality of opportunity, see chap.IIl.

7. The 3ebate on Durkheim's conserveticsm has been dis-
cuseed in chap.I71. See Lukes, ov. cit., p.546.

8. See chap.Il cn their approzch to understanding society.



include educaticn alsc. According to Sharp, they were
"bourgeoisie social scientists" who identify the problem
of order at the non-economic, social level, e.g., religion
etc.,rather than in the economic inequality in the social
relations. Therefore, they do not favour abolition of

1 »

’ (19 ” & .
all clasces but offer gralualist and reformist solutions.

This is also reflected in their views on education.

Degnite the neglect cf a critical or class analysis
of educaticn and society,their works wield . consider able
influences on succeaeding generations. Now let us look at
some instances of their influence in sociology of education.
This is reflected in the use of concepts, ideas or themes

of these two sociologists by the later writers on education,

171

Mannheim's contributions to the sociology of knowledge’
and democretic planning earned wide recognitions for him
but he could not create a distinct school of followers
because of his changes in the area of interest. The changes
in the areas of interest is pointed out by Remmnl ing who
shows four changes in Mannheim's thinking. This he calls
‘four vhaseg of his intellectual development®. The first.
phase (191€-32) includes philosophy and sociolegy of

knowledge as the major areas of interecst; the second phase

- —— et o i et e ST o s e A
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9. Sharp, op. cit., ©.23.
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(1933-38) concentrates on the scciology of rlanning; the
third phase (1939-44) includes sociology of religion,
sociclogy of values, sociclogy of educaticn; and the fourth
phase (1945-47) tock up the areas of political sociology
and the sociology of power.lo It seems that Mannheim has
not clearly brought ocut the links%etween these areas and
his contribution to scome of these, zs pointed out =zbove,
are more discussed than the others. There seems to be

few who have discussed Mannheim's concepts or ideas on

educat ion in their analvsis,

Paulo Freire quotes Mannheim regarding the role of
education in shaping the direction of change in the context
of transitional Brazillian society. Mannheim stressed
"collective Aeliberation"as a method 'in bringing important
changes. He arqued for creafing a new educetion system
that not only develops the intellectual powers but also
prepares one mentally to cope with ‘scepticism' and passiﬁg
away of many thougyht habits., The collective deliberation
entails a reevaluation based upon 'intellectuzl insight!

11
and ‘'consent'.

e o e i A e i e v bt e

1¢C. The changes in the area of interest have been discus-
sed by Remmling, op. cit. Perhaps the change of
interest with change of place is responsible.

11. Freire
1773,

(W 'g

Paulo, Education for critical consciqusness,

'\5 -
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Freire like Mannheim is against the dif ferent forms
of irrationality and thinks collective deliberations to be
the main process of change. Moreover, like Mannheim's
democrat ic consensus fhrough participation,he holds parti-
cipation to be the key to true democracy. But participation
becomes'naive and emotional when people are not properly
guided in the new situation of rabid changes, an aspect
which Mannheim also emphasises. This results in rebellion,
as people have only naive consciousness of their partici-

pation.12

Freire urges educaticn to help people transcend this
naive consciousness and develop a critical consciousness
of the whole situation. Aan education that does not offer
the scope for debate and discussion on problems and real
participation in national activities, and instead of suppor-
ting the process of democratization strengthens the 'lack
of democratic experience; cannot properly guide the new-
born emergence of the people, This, he was convinced,
cannot help in the development of a critical conscious-

13
ness.

T.S. Eliot, though not a sociologist, has discussed

in detail. the merits and limitations of Mannheim's elite
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12.  Ibid., pp.34-35.

13.  Ibid., pp.35-36.
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theory.14 He accepts to be useful the view of Mannheim,
that 'culture could only ever be enjoved by a minority‘.15
In this essay he Jdifferentiates between elites and classes
transformation of elites into classes and the class-per spec-
tive of culture which Mannheim neglects. According to Eliot,
Mannheim.successfully presented the hope of getting over
the crisis through his concept of planning. 1In this, he
even discards the achievehent principle that opens the
elite positions to the masses. Eliot agreed with him in
this respect in considering the danger resulting from such

a process rather than the merits of achievement principle.16

According to Sharp, Mannheim'’s influences continued
in the two succeeding decades (1950s and 1960s) in the
sociology of education, till the question of equality of

opportunity became the dominant theme.17

I11
According to Fenton, Durkheim's chair in Education
and Sociclogy helped him profoundly in deciding the

curriculum and its implementation apart from influencing

14. Eliot, T.S., "The Classes and the Elite®" in Cosin,
B.R. (ed.), op. cit., pp.1€8-93,

15. Ibid., p.l8€8,
16. _;[__p'iéol ptlgoa

17. Sharp, op. cit.
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teachers, sdministrators and policy-makers. The popularity
of his educational ideas are reflected in the educational
reforms undertaken separating the control of church from
‘public instruction"and the secular-cscientific spirit
subst ituting for *moral influence'of traditional religion,
The contributions of Durkheim have inspired sociclogical
work all over the world,len Now let us see the inf luence

of Durkheim on some notable sociologists like Parsons,

Hargreaves and Basd 1 Bernstein.

Talcott Parsons considers school-class as a miniature
society that dif ferentially evaluates students for various.
roles in society. It elicits an obedience to impersonal
norms that ultimately helps the.student to participate in
the role-structure of wider society. "Society cannot
function without a value-consensus which fixes the standard
for individual activity. Education has a vital role for
the maintenance of such a value-consensus. >

This clearly reflects Durkheim's idea of the recreation
or survival of soéiety. Moreover, Parsons agreed with
Durkhe im regarding the function of educaticn in developing

the 'physical’', ‘intellectual®' and 'moral states' that the

18. Fenton, op. cit., p.162.

19, Parsbns, T., "The School class as a social system“
in shukla, S. and K. Kumar (eds.), Sociological
perspectives in education, 1985, pp.50-77.
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political society demands of him and in preparing him for

the milieu he is destined. 20

According to Parsons, beyond family the school-class
is the major socialising agency. Like Durkheim,he also
stresses the soclialisation and selection functions of
education. The socialisation is concérned with inculeating
the commitments and capacities for the performance of the
future roles, These imply not only commitment to one's
own roles but also commitment to the ‘'broad values® of
society and not only capacities in terms of skills etc. for
one's role but also to come up to thé expectat ion of others,
in his interaction with them, according to the ethics of
his profession.21 These are reminiscent of Durkheim's

ideas of moral education and the development of professional

ethics discussed in chapter 111 and chapter II respectively,

Parsons agreed with Durkheim regarding the selection
function of education in locating the trained manpower into

var ious positions in the role structure. He also favoured

— e —

20. See Robinson, P., op. cit., p.19,

21. See Shukla, S. and K. Kumar (eds.), %p. cit., p.51;
also Demaine, op. cit. on Parsons' functlonalist
approach to education, p.21; Robinson - Socialisa-
tion for FParsons takes place according to the AGIL
Paradigm of the functionalism of Parsons, op. cit.,
p. 4.
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. the achievement criteria and meritocratic principles

operating in schools.22

David Hargreaves follows a more or less Durkheimian
framework in analysing the threat to social solidarity in
modern society. For this,he examined the deviance among
students in schools, He starts with the conviction that
the insights and inspirations contained in Durkheim's
works have not been given serious attention, perhaps

because of a wrong understanding of his work.23

Hargreaves is concerned about the sense of a loss
of dignity in the working class children,resulting from
the brezkdown of traditional working class community in
the face of the growth of modern industrial scciety., The
social function of education lies in restoring this sense
of dignity. Unfortunately, the present day education has
become too individuaglistic ignoring its social functicn
of balancing the two extremES,of social needs and individual
development., Hargreaves agrees with Durkheim on the danger
posed by egoism and anomie to the social solidar ity in
modern society.- Moreover, he has no difference with

Durkheim in viewing the crucial role of the school and

———

22.  shukla, S. and K. Kumar (eds.), cp. cit., pp.53-54;
Demaine, op. cit., pp.22-27,

23, For details, see Fenton, cp. cit., p.1°%.



the teacher in developing a *‘group' or ‘*corporate’ life.24

In his analysis of deviance in schools, he found

. some difficulties to operationalise the notions of anomie
and egoism, i.e.,, going by their definition the deviants
are found not to be suffering from these, rather they

seem to be applicable to indifferent persons, who mostly
like to remain lonely having weak bonds with family and
friends, and instrumental types who can severe attachment
with the group to further their own inlterests. Hargreaves
also arqgued for a redefinition of meritocratic principles
etc,, if uhrestrained striving is to be considered as patho-

logical or undesirable.25

Hargreaves appears t© be supporting a non-egoistic
form of individualism but like Durkheim he does not clarify
the difference between egoism which is patholcgical and
individualism which is desirable for the healthy development
of modern societies, Moreover, despite his stress on human
dignity, he shares with Durkheim the necessity of social
constraint as the precondition for huﬁan freedom and self-

, . 26
realisation.”

24, Blackledge and Hunt, op. cit., pp.27-28.
25, Fenton, op. cit., p.172,

26. Blackledge and Hunt, op. c¢it., p.31:; Fenton, op. cit..
p.173.
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Bernstein made use of the Durkheimian concepts of
mechanical and organic solidarity.27 He believed, a distinct
change to have taken place in ‘*education from depth' to
'‘education in breadth', implying a sﬁift in emphasis from
compartmentalisation of subjects to an interdisciplinary
approach, A corresponding change in the author ity structure
has alsoc tsken place because now it depends less on subject
specialisation than on the co-operation of teachers to teach
around a particular theme., In analysing such a change,
Bernstein reversed the essence of Durkheim's scheme of
transition from mechanical to organic. It is now from
organic to mechanical, i.e., from subject-specialisation
to an inter-disciplinary type which he termed, from ‘collec-
tion code' to ‘'integrated code', The ‘classification' or
relationship of contents can be ﬁeasured against such a

. 28
transition.

" Bernstein agreed with Durkheim on preventing the
growth of excessive individualism and the need for develop-
ing appropriate ethical systems for professional and occu-

pational groups. However, Blackledge and Hunt pointed out

27. In the open-school-open-society? Bernstein makes
use of these concepts., See Blackledge and Hunt,
op. cit., p.46: Fenton, op. cit., pp.168-69,

28. Blackledge and Hunt, op. cit., p.50; Robinson,
op. zit., p.117. Fenton, op. cit., p.158.
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the differences between them as, firstly, whereas Durkheim
asked for a clear-cut specification of the rules, norms

and disciplines of the school,Bernstein argues these to

be implicit rather than-explicit.29 Secondly, Durkheim
starts with the macro-system, i.e., society and considers
the parts or institutions of the micro-system like education,
politics etc. as evidences of his general view, but Bernstein
starts.with the micro-system like eduéation and fails to

. 3 .
connect it to the macro-system. 0 Lastly, he ignores the

fact that though interdisciplinary approach upto a certain

31

level exists but specialisation takes place at higher levels

Depicting the incongruence between the school culture
and the family-cl§ss background of the child,32 Bernstein
concludes that thé schools in the modern societles no longer
bring a 'homogenous cultural and moral order®. This is
because of the conflicting demands that are being made upon
the school and the changes in the means of achievement of

social status, Some amount of ‘flexibility' and ‘'ambiva-

lence' characterise the modern society. Bernstein agreed

P e

29, Blackledge and Hunt, op. cit., p.56.

30,  Ipid., p.45:; also see Fenton, op. cit., p.171.
31. Blackledge and Hunt, op. cit., p.48.

32. See Fenton, op. cit., p.167; Blackledge and Hunt,

op. cit., p.45; Demaine, J., op. cit., p.35; and
Robinson, op. cit., p.57.
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‘Wwith Durkheim in recégnising the fact that schools have to

make room for these aﬁbivalences.33

Bernstein 1is not only influenced by Durkheim but he
admits of the influenée of Marx on him. The influence of
the former consisted of the definition of the 'social’,
*the relationship between symbolic orders'!, ‘social relation-
ships® and the ‘'structuring of experiences'. But Marx, he
argued, has shown the Way to understand the institutionali-
sation and change of symbolic systems with his analysis of
the mode of production and the power relationship adljacent
to it, The power reélationships determine 'the access to
control over, and‘changes in critical symbolic systems® as
they form a part of the class structure. Bernstein does
not tgke capital only in the economic sense but points out
a 'cultural capital' that helps man to extend the horizons

of his experience,

The use of both Marxian and Durkheimian categories
by Bernstein has led many to infer that he was attempting

to make a synthesis between the two writers.35 But sharp
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33. Fenton, op. cit., p.168,
34. Sharp, R., op. cit., p.45.

35, For example, Xarabel, J. and Halsey, A.H., Power and

Ideology in education, 1977, p.71: Whitty, Geoff,
Socinlogy_and School knowledge - Curriculum theory,

Research and Politics, Methuen, London, 1385, p.32.
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considers Bernstein's use of Marxian categories does not
however make his work a Marxian one because he was more
concerned with SOCial.COntrOl, social order working mainly
in a structural-functional framework and drawing his

inspirations mainly from Durkheim.36

Bernstein highlighted the principles governing the
existing social order that are inﬁernalised by the indivi-
dugl. This is related to the economic and political
structure of the society giving it the 'social and ideo-
logical stability'.37 Thus, Bernstein points out the
role of edqcatién in social and cuitural reproduct ion.
Apart from education,he underlines other social institu-
tions like family, work etc. through whichthe principles
of social order are legitimised, The ‘class structure’,
*the polity!, 'the division of labour', *the dominant
cultural principles or codes' are important determinants

. s 3
of the transmission process,

Bernstein's position that education leads to the
formation of individual'’s mental structures, i.=., cate-

gories of thought, language etc., which results from the

36. Sharp, op. cit., pp.46-51.

37. Apple, M.W., Ideoloqgy and Curriculum, 1979, p.32,

38. Sharp; on E__—I]:-Eol p-44a
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social division of labour places him in the catégory of
reproduction theorists. The reproduction theorists like
Bowles and Gintis, Bourdieu, Berhstein and others point
out the complemegtarity of the reproduction of 'sociali-
sation' or the *hidden curriculum*® to the *formal corpus

of school knowledge', each of these being linked to the

economic inequality.39

We have already not=d Bernstein's attempt fo provide
a synthesis drawing elements both from Durkheimian and
Marxian traditions., Also, we find, as Sharp points out,
his use of Marxian categories and the emphasis upon the
social and cultural reproduction stlll does not fulfill
" the conditions of a Marxist analysis. Therefore, we will
examine the critical and Marxian analysis of education
vig-a-vis society, For this we will discuss some of the
noted critical and Marxist theorists like Althusser, Bowles
and Gintis, Gramsci, Ivan-Illich, Paulo-Freire, and Piele

Bourd ieu.,

Iv
Louls Althusser uses the general Marxian perspective
in analysing the role of education in the capitalist society.
accord ing to him, though the elements of the superstructure

mav have some autonomy at a particular moment, they are
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39, Apple, op. cit., pp.35, 40.
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ultimately determined by the economic infrastructure.4o

In this sense, education is linked to the economic or
class-structure of society. Education is entrusted with
the vital function of reproducing the lapour power. This
has got two interrelated aspects; the réproduction of
skills necessary for the performance ofrvarious fﬁnctions,
and thé reproduction of ideolocgy which socialises workers

to be submissive and obedient.

According to Althusser, the state possesses two
forms of apparatus to perpetuate its rule. These are the
ideological state apparatus like the mass-media, the law,
religion and education and the repressive state apparatus
like the police, army etc. Ideological state apparatus, in
which education occupies a prominent place,are responsible
for the maintenance of the class rule by reproducing the
ruling class ideology. He correctly points out that to
the extent the state depends on the ideological state
apparatus, to that extent the need of repressive apparatus
does not arise. 1In concrete situations of course a state
resorts to both these apparatuses. Althusser's work

presented a pessimistic view of man who is more determined

40. Althusser, L., ®"Education, Structure and Society"®
in B.R. Cosin (ed.), School and Society - A Socio-
logical Reader, 2nd Edn.; also see Robinson, P.,

op. git., p.28.




than determining or who can intervene in the flow of events

and give them direction.41

In the American context a similar work has been
conducted by Bowles and Gintis, They also argue that
schooling and education reproduces a submissive and obedient
labour force and help;in the perpetuation of ruling class
ideolegy. In a comprehensive study of education, class and
occupational spheres in America,they relate education to
the economy and the type of workforce requifed in capitalism.
Schools possess the same hierarchical structure as in the
workplace and through education the claim that inequalities

~
L

based on merit, talent are just is spread, They criticise
the myth éf mer itocracy and relate the educational achieve-
ment to the social and economic factors which are more
important than individual abilities, Moreover, the problem
of unemployment and excessive skilled manpower takes away
the bargaining power of the workers and leaves them at the
mercy of employers. They lose the power to resist. School
is thus relzted to the requirements of an unjust society.
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41, Cosin, cp. cit.; Robinson, op. cit., pp.28-29; also
see Althusser, "Ideology and Ideological State appa-
ratus"” from his Lenin and Philosophy and other Essays,
in Shukla and Krishna Kumar, cp. E__I_E.. pp.ilz-ao.

42, Bowles, S. and Gintis, H., Schooling in Capitalist
Averica, 1976; for the use of MarYlan framework, see
Demaine, J., cp. cit., p.9%%
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Bowles and Gintis reject,the sclutions can ever be reached
through reforms, rather a revolutionary transformation of
the economic life can only lead to purge the educational

system of the ill of encouraging inequality and class rule.43

’According to Robinson)both Althusser and Bowles and
Gintis take a pessimistic view of the nature of man. But
Gramsci, who also wrote in a Marxist framework, recognises
the power of man in bringing changes. Gramsci also views
the ruling class aominance, which he called 'hegemony', is
established through ideas and culture. The masses are
convinced of their subordinate position as natural. In
developing such an attitude,education plays an important
role,which led Gramsci to view all relations of hegemony
in terms of pedagogic relationship.‘ From this also sprang
his faith in the potentials of intellectuals and intellec-

tual activity.44

B

43, Bowles and Gintis, op. cit, The criticism of meritos
cracy judged through IQ, p.8 see chap.III of this
work for the need of capitalist reproduction and also
the ‘major role of education in capitalist society';
also see Demaine, cp. cit., pp.1C0-4 for the function
of education in capitalist scciety, pp.1C8-18 for
the discussion on IQism and pp.118-20 on his emphasis
on the need for a socialist transformation.

44, Robinson, ¢p. cit., p.28E..



It is through intellectuals that social change is
effected. Though they are the agents of the sustenance
of the established order, they are also vehicles through
which the dominant rule can be challenged and a better
one established. Gramsci calls upon the intellectuals not
to be divorced from reality and the masses. Also, he urges
the masses to engage in intellectual endeavour which needs
no theoretical framework but understanding of the concrete
reality on the basis of their echriénce. Masses can be
their own masters by possessing not only an appropriate
mor al conduct but the necessary technical knOW1Edqe.45
This faith in the masses and the optimism of giving appro-
~priate direction to change,distinguishés Gramsci's work
from the orthodox Marxists who simply believe in the

economic determinism theory,

Ivan Illich criticises the functionalist and liberal
- views on education and diagnoses the ideolegical function
of education with much similarity with the Marxian views,
According to him education moulds individuals according to
the demands of a consumerist society by inculcating in them
conformity and obedience for the system and developing in
them excessive dependence on those who are in positions of

author ity to decide what is good for them. The qualitieg
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of conformity and obedience are mainly developed in schools
because the amount of rewards depends upon the degree of
possession of these qualities. Schools actually confuse
- grade advancement with learning, diploma with compe tence.
Actual learning takes place through experience and total

involvement with the learning process.46

According to Illich, the ideological function of
education is continued through the hidden curriculum which
is not easily comprehensible, These,as pointed out, help
in developing the conformity and obedience and creates over-

-dependence on those in positions of authority. Therefore,
one has to understand this function of education. As the
solution,lllich offers the deschooling of society or to do
away with formal education which reproduces the existing
order, Creative learning depends on the initiative of the
people. Skills can be learned by participation of people
on the basis of their interest on some problem, In this
the skill exchange has to take place under the supervision
of instructors, He thinks this can lead to the liberation
of man. However, his overemphasis on school led him to
neglect the fact that not the restructuring of the school
system but the economic system should be the main concern,

as without the achievement of the latter the former cannot

46, Demaine, op. cit., p.93; Robinson, ¢p. cit., p.195,

—



be achieved.47

Paulo Freire, in a more or less Marxist framework,
conceives of society as being divided into oppressor arnd
oppressed. The oppressor,in addition to having the economic
dominance also have the cultural dOminan;e. The oppressed
are incomplete human beings)because.the ‘cultural action®
of the oppressors do not let them to be so. They have got
the vital task,not only i liberating themselves but also
the oppressors. 1In this the solution to the alienation,
which they experience, is related to the end of the ‘cultural
hegemony* of the oppressors, The cultural action of the
oppressors is 'an{i_dialogical‘ that favours t he creaztion
of an ‘'oppressive reality' with the help of £he educational

process.

Freire argues that the educational process inheres
a 'banking-concept!' in which information is deposited in
the minds of those being educated. The students function
asvdepositories, the teachers as depositors and the process
of depositing takes place through_education.49 Thus, among

many other forms, education is a form of cultural action

47, Demaine, op. cit., pp.9%4, 2%-28; Robinson, op. cit..
p.198.

48. Demaine, op. cit., pp.86-87,

49. Ipid., p.ées.
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that creates g form of consciousness in the oppresced
favouring their inclusion in the oppressive reality. The
éharacteristic mark of the oppressive reality is the
‘cultural silence' that prevails (a state of submission

[~
to the cultural hegemony)."O

In order to avoid the staticness and pessimism
involved in such a description Freire advances a theory
of transition from the condition of alienation to that of
freedom, from naive to critical consciousness. He empha-
sises the need for a cultural revolution in which educa-
tion's role is vital in substituting a form of *'dialogical
cultural action' tco the anti-dialogical cultural action,
The revolutionary leaders have the responsibility of leading
this ‘'cultural struggle' because they possess the cul tural
action needed to challenge the cultural hegemony of the
oppressors ,threstening also the prevailing culture of
silence through their pedagogic practice., They make ways
for debates and discussion on problems which are the pre-
conditions of a critical consciousness and liberation of
man. Among many criticisms to his ideas important is
Young's allegation that Freire brings down politics to the
cultural action of radicals which devalues the 'effectivity

51

of political struggle’'.

50.  Ibid.

51. _I.E_igol p089.
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Bourdieu points out,education‘'s most hidden function
lies in hiding its relaticnship with the class structure
of society. The contribution which education makes to the
perpetuation of the class structure.cannot'be under stood
without examiningbthe 'relagtive autonomy' it enjoys by
performing its essential function.52 Capital, he argues
to be having different forms, ».3., a@conomic, social and
" cultural, The way they are reproduced can be grasped by
looking into the ‘'relative autonomy' that these forms
possess. The relative autonomy of the educational systém
and its dependence on the class-structure cannot be compre-
hended by a simplistic reduction of its relation to the
interest of the dominant classes but how it helps in the
reproduction of the structure of class relations, Durkheim,
he credits of at least pointing out the way educational
system maintains its relative autonomy by fulfilling the .
external demands of society and taking advantage of the
historical opportunities to fulfill its e=ssential functions.
In this context, it becomes more conservative than the

church by resisting any drastic change in it or its i-ﬁeal.s3

S v D A A i 2 i et

52. Bourdieu, P. and Passeron, J., "The ideological
function of the Educational system from their Re-
production in Education, Society and Culture", in
Shukla and K. Kumar, op. cit., pp.121-35.

53.  Ibid., pp.122-24.
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The established order, Bourdieu claims, sustains itself
not by physical force but by a ‘'symbolic violence'. The
symbols like language, status, artefacts and customs help
the l=gitimation of their ways of thought which is the domi-

nant pattern ov ‘habitus’, possessed by the dominant class.54

For Bourdieu the dggrees, diplomas etc, given in the
school only create a myth of increasing opportunities but
actually they legitimate the existing social inequalities as
natural and the cultural capital of the dominant classes,
Those experiencing an upward mobility in and through educa-
tion are drifted away from their own culture and are absorbed

in the habitus of the dominant classes.55

Mannheim and Durkheim consider the reproduct ion
function of education to be useful giving some stability
to the social system. It helps in maintaining the social
equilibrium and bringing social order by developing and
sustaining the necessary moral values., But they have not
analysed the antagonistic relationship existing between
dif ferent classes and the use of education in perpetuating
such a relationship., Jean Floud has correctly pointed out
that their dominant concerns are rooted in a ‘'sense of

social disorder and crisis' to which they offer solutions

54. Robinson, op. c¢it., p.30.

55.  Ibid., pp.31-32.
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which ultimately lead to social consensus., He calls
Mannheim as a 'utopia of the right' for his preoccupation
with an 'integrated society', to be secured through a
‘common morality' developed through education. This was

also the preoccupation of Durkheim.56

v

According to the trend report on Sociology of educa-
tion compiled by Suma Chitnis on behalf of ICSSR, in the
sixties the works in this field focussed upén six basic
themes.57 These are the study of the social backgrounds,
attitudes amd values of school and college students and
teachers, education's function of socialisation, the expan-
sion and growth of education in Indian society, education
equality, mobility and social stratification, the organisa-

tion and structure of education, and roles in education.

In the chapter on education it has been pointed out
that both Durkheim and Mannheim stressed on the socialising

function of education., They undertook a historical analysis

—— PR

56. Sharp, R., op. cit., p.40. According to Coser,
Mannheim's British works were under the influence
of Durkheim. He quotes Jean Floud for the criti-
cism of Mannheim and the influence of Durkheim upon
him as discussed above. Coser, op. cit., p.%47.

57. Chitnis, Suma, "Sociology of Education®, Trend Report
in the ICSSR, A Survey of research in Sociology and
Soecial Anthropology, vol,ITI, ICSSR, 1974, pn.156-69.
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of education with relatiqn to its expansion and growth
through different periods. They also discussed the role

of teachers and students in the context of education. The
relationship between education, mobility and stratification

is implicit in theilr writings on education.

Suma Chitnis notes that the works in the seventies
can be divided into two broad areas: (i) "the manifest
and latent functions of education in a given society, and
its relationship with other institutions 1like €conomy,
polity, the stratification system etc., i,e., the objectives
of education as an institution and its relationship with
other social institutions®; (ii) "The analysis of the
structure and functioning of the education system per se,
involving iésues of its expansion amd growth, innovation,
change and problems within the system"., The themes mainly
taken up under these two areas are a systemic analysis of
education in the country, the stuly of specific structural
features such as management, planning, policy-making and
financing of education, the structural changes in education,
the role of teachers, education, equality, and mobility,

the studv of non-formal education.sg
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58. Chitnis, Suma, "Sociology of Education" in the
ICSSR, Survey of Research in Sociology and Social
Anthropology, 1%9-79, vol,II, 1985, pp.209-51.
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Though Durkheim and Mannheim do not make the manifest
and latent functions of educations explicit in their writings
but an analysis of their works shows that they discussed
both the manifest and latent functions of education. The
manifest function is the preparation for future occupational
roles_in the society but the latent function is the develop-
ment of morality which for Durkheim leads to solidarity and
for Mannhelm to a democratic consensus. They also discussed
the structure and functioning of the education system in
itself when they made a historical analysis of the growth
of education in different periods, Durkheim wrote on the
themes of the role of teachers as moral agent and education
related to the gquestion of equality. Mannheim also wrote
about the role of teaschers in the context of a planned
society where the role of teacher changes from an authori-
tarian type to that of a guide. Mannheim also wrote on

planning and policy-making in education,

The writings of Durkheim and Mannheim are important
in analysing the role of education in conteémporary Indian
society. They were against a socialist transformation of
society in economic terms and postulated a welfare state
that extends the basic civic amenities to the people. These
function,ih'a democr at ic manner.59 after indepenidence, India

e e A D ATl 2 D O ikl D

59. Discussed in chap.II and also earlisr in this
chapter.



b~
A~
AL
B

has adopted this framework. It would be interesting to
see,to what extent the state of Indian education reflects

their views on education.

The concept of equality of opportunity has not yet
been realised in India., Durkheim talked of equal start
chances for all. The allocation of functions according to
merit, talent will be fair if a1l have equal chances for

getting education.6o

Despite the provision for univer-
salisation of education in Indian Constitution, even after
forty vears since independence thié remains as an illusion,
The widespread illiteracy existing among the masses has
helped in the maintenance of traditional beliefs and super-
stitions which have become the bottlenecks for creating a
scientific and technical ethos, The development of the
society depends on mass education, which has not vet been

fully realised in spite of the phenomenal growth in educa-

tional facilities.

Mannheim, as has already been pointed out, is not
an egalitarian. But he agrees on the usefulness of mass-
education. The education which masses get is different

from that of the elites who are educated in special type

£

of schools. In short, he visualised the existence of

€ . . . )
dif ferent types of schools. ! This situation also prevails
60. See chap.Il on ‘'education’,

61. See chap.I1I, Mannheim's ideas on mer itocr acy.
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in India where there are both state and privately controlled
educational institutions. The privately controlled institu-
tions have had a mushrooming growth both because the state
has not been able to cover the whole country with educatio-
nal institutions and/or secondly,the facilities and standards
of teaching in these institutions are better than their

counterparts.

Some of these educational instituticns in the private

- sector also uphold values and life-styles‘that are different
from the masses. These may be either westernized or an /
ar istocratic one reminiscent of the British rule in India.
Mannheim would have liked the elites to be selected from

this category. But the situation is a complex one. The
elites who plan for the masses'come from diverse social,
economic and educational backgrounds. But certainly there

is a tilt in favour of those who were tradjitionally better-

off in having access to the policy-making positions.

Durkheim's idea of the power of the state to have
some control of the privately-run educational institutions

62 More or less these

is useful in the Indian context,
institutions enjoy an autonomy particularly with respect
to the admission of students ang appointment of teachers,
The privately-run medical, engineer ing and management

et et o e 4. s o i Al g D

6 2. Discussed in chap.IIT,



inétituticns etc. have commercialised these educations by
taking exorbitant capitation fees that has restricted entry
into these only for the wealthy and powerful sections of

the society. Tbis also has resulted in a degradation of
standard as not merit but money counts in getting admissicns
into these institutions. The state alsc should intervene

in the formulation of curriculum to make educaticn in a
particular field equal for all the students reazding that

sub ject.

The concept of mass education is very important in
the context of India for ameliorating the condition of the
weaker sections. The Scheduled castes, Scheduled tr ibes,
women and other economically disadvantaged groups who
constitute the weaker sections have been sﬁffering inhuman
miseries for centuries together, Since independence,
educat ion has been of ficially recogﬁised as an instrument
of social change. Education is believed to change the
conditions of the weaker sections by helping them partici-
pate and take advantage of the welfare or developmental
measures heing undertaken By the government., Mannhe im
wished mass education to educate the masses along democratic
lines so that they participate in the planning activities

undertaken for their »etterment by the elites.63 As the

———— —

63. Mannheim viewed education to break the apathetic
attitude of the masses and make them participate in
the process of democratic planning undertaken by the
elites for the betterment of the whole society. See
chap.1I,



policies for development are decided by the elites at the
tap-excluding the invoivement éf the masses who havé to
-accept these decisions and pafticipate in the process,
there is‘no scope for a two—wéy flow in which the feed-
backs given by the masses become tbe main basis for plan-
ning. The elites will decide wﬁat is good for the masses.
in India such a situation prevails, There exists a wide
gap between the mas=ses and their needs, and those who
formul ate policies for them. This has not only created
an atmosphere of mistrust even for the genuine policies
but alsc has made the task of implementation difficult due
to lack of interest among the masses for participation.
This, apart from other reasons, has been a main factor
for the failure of the programmes., Education in India
must develop the sense of participation because without
participating the masses cannot decide what is good or

bad for them.

Mannheim correctly distinguished social disintegration
from social change.64 In course of its change every socilety
faces scme problems like poverty, unemployment etc. but
when these assume a mass-scale so as to thresten the inte-
gration of the society, the symptoms of disintegration a;e

\
clear. Indian society is today plagued with the problems of

64, Discussed in chap.TI.
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poverty, illiteracy, unemployment and various forms of
corruption that cannot be ignored simply as minor byproducts
of- social change but major obstacles for progress and
national integration, The national questions were taken

up by both of them in giving primacy to the society against
the interest of the individual or that of a group of indivi- .

duals.

For Durkheim the collective conscience has weakened

in the modern, organic set-up making room for some freedom

of the individual that helps in reslizing his creative poten-
tial., Yet some form of consensus, mainly of an organic
nature, is necessary if the atomistic, egoistic drives have
to be checked from threatening the survival of the society.65
He correctly pointed out the dependence of individual on the
society for his well-being. Mannheim also resorted to this

framework and the consensus he stressed upon was a democratic

consensusgs,

Today, Indian society is lacking such a consensus and
the symptoms of disintegration are manifested along caste,
regional or communal lines. It has given rise to the ques-

tion of national integration. Apart from problems of a

65. Discussed in chap.II in the context of Durkheim's
views on evolutionary sociel change.

66, see Mannheim's ideas on the evolution of society in
chap.I1.



purely economic nature like wage, salary, employment and
fast escalating prices, the disrupting effeﬁts of these
issues have to be reckoned with. There may be economic

and political interpretation of thesé issues,but the
susceptibility of the masses to be carried away along
caste, communal or regional lines shows the laék of a
moral order,that is conducive for scientific and techno-
logical change and a harmony to be established in the caste,
region, language, religion etc., The role of education in
developing such a morality has been mostly neglected in
India. The feelings of brotherly help, co-overation etc.
that binds people together which both Durkheim and Mannheim

stressed are lacking in Indian education.

BEducation is primarily viewed by the students and
the parents as a means for getting into some occupation.
The socilalising function of education is neglected in this
process. Durkheim's stress upon attachment to social groups
as a source of psychological security for the individual
has meaning for such developments. The concern for one's
own-self has also affected the professional and occupational
spheres where the ethicg of the profession are given a

secondary place against the individual interest.

The over-emphasis on the selection function of
education and the neglect of its socialising function has

resulted in greater individual strivings for his own
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betterment in finding an occupation, promotion and other
facilities, In this many ascriptive criteris are still
resorted to that runs contrary to the notion of social
justice. Attachment to social grouﬁs requires shouldering
some responsibility,which the individual striving only for
his well-being does not like to take-up., In this process
he develops a lack of concern for others, The dominance
of the mercenary spirit is responsible for the rampant
corruption, nepotism, bungling etc. and alsoc the brain-

dr ain of scientific and technical talent from India,
Durkheim's stress ubon'appropriate,ethics to be developed
in professional and occupational spheres is aﬁplicable»

for the Indian situation also.

Dur kheim was in favour of some form of discipline
(though not physical) to act as constraint upoh the beha-
viour of the pupil.67 In India the futility of the use
of physical constraints has been more or less recognised
and it is gradually being abolished from the schools now.
Durkheim stressed discipline that orients the chili to
the moral principles and norms of the societv., To this
he added the notion of *autonomy® which explains to the
child the necessity of the rules and the usefulness of
the punishments. The child comes to the position of

————— sl S oD ol N ettt O S D e i

67. Durkheim®s application of morality to education,
See chap.ITI.



accepting the auﬁhority of the teacher who adheres to the
moral principles himself, The gap between the teacher and
the stulent seems to be rapidly increasing in India, resul-
ting>in much mistrust for each othef and often the adoption
of disciplinary measures that further aggravates this
climate of mistrust, This may be one of the causes of

the student . unrest prevailing in the schools, colleges and

universities in India.

The effective method of ventilation of the grievances
of the students is yet to be found out that leads to a
climate of what Mannheim called 'collective deliberation’.
Education and school should provide the opportunities of
debate and discussion with the teacher and among themselves, .
This would more or less help in reaching consensus on issues
and prevent much of the violence and student unrest in the
educatiohal premises. The status of the teacher, both
Mannhe im and Durkheim argued to be changed in the context
of the modern, industrial society. The teacher, for Durkheim
has to be regarded as an agent of moral and social change,
who therefore occupizs a place of reverence in the socisty.
Mannheim was aware of the fact that the assumptions of the
teachers influence the schooling and experience of the
pupil. The role of the teacher in the democratic context
has to be changed from an ‘'authoritarian instructor‘® to

that of a guide who shapes the personality of the pupil.
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The precondition for this is an 'emotional respect' between

them.68

In India the teachers have not been given this
recognition. Teaching as a profession is held in low
esteem compared to many other professions, particularly
the technical and administrative ones, This has affected
the psyche of the teachers. Moreover, other existential
problems of the teachers are not properly taken care of
which is evident in the rescurrent demands for increase of
salary, job security and other facilities like housing etc.
In short, there has been a decrease in the interest of
teachers in fulfilling the requirements of their profession
which has affected the moral and educational standard of

the students.

Both Durkheim and Mannheim discussed the conservative
character of educational institutions, i,e., their resis-
tence to social change, in the past. Durkheim stressed
on the fact that there will be changes in the educational

institutions according to the type of society or the needs

69
Ve

of the societ Mannheim considered the contemporary
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68. See chap.III regarding their views on student- teacher
relationship. '

69, In the Evolution of Educational Thought in France
Durkheim traced the history of evolution of education
in their response to the cultural and structural
changes taking place in society. The same is also
discussed in Education and Sociology. See chap.III.
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schools as agents of social change when they teach the
student not an 'adjustment to the established society’,

but to confront the challenges of a dynamic SOCiety.7O

Though education cannot be taken‘és the sole agent
of social change and there is a reciprocal relationship
between thes2 two, but Mannheim and Durkheim have rightly
pointed out the role of education in helping one cope with
the changes taking place in the society. Mannheim's view
is more relevant for Indian society because for him changes
are in a continuous flux and education has to teach how to
face the chéllenges of such a dynamic soclety. Indién
elucation has failed in this respect. The examples are
many. To illustrate a few, thougﬁ there has been pheno-
menal growth in the scientific and technological sphere
but a scientific ethos has not yet been established, the
frequent cases of role~conflict when one is supoosad to
be impersonal but adheres to some form of favouritism,
instead of conforming to achievement criteria resorts to
ascriptive factors, The contribution of education to this
is véry limited. Education cannot also be said to have

contr ibuted much to the economic development of the country,

70. Mannheim makes the historical analysis to show the
change in goals and priorities in education as set
by society, discussed in chap.III,



The role of education in the pfocess of redistribution
of iﬁcome is not encouraging. It has certainly helped the
upper and middle strata to get into the better-off positions
of the bureaucracy and other occupations but for the lower
. classes the chances of improving their positions through
education have been very little. This ﬁndicates the equality
of opportunity in education which Durkheim talked of, has not
been achievéd in the Indian context, despite the tall slogans

of universalisation and free, compulsory education etc.

- Even if equality of opportunity 1is provided by giving
compulsory education to all children, their existential
problems lying outside the school will jefeat the justifi-
cations for the meritocratic principles,which both Mannheim
and Durkheim unequivocally championed.71 Mannheim argued
t+hat the best talent must go to the top, For Durkhe im,
various social functions need specialisation and talent,
This stratification is just when equality of opportunity
in education is added to it. It cannot be just when inequa-
lities in social and economic spheres exist in the society
which are vital for the access and achievements in education.
Dur kheim wanted to keep this variable of access constant
but the variable of achievement depends not only on f{actors

like acce=s but also on factors like the family background,

71. see their views on meritocratic »rinciples in chap.III.
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economic condition of the family, education of the parents
etc, The economic condition is the major determinant of

all these factors.,

Though both Mannheim and Durkheim do not give much
importance to this economic aspect, but Durkheim at least
recognised the inequalities at the time of birth as respon-

sible for an unjust division of labour.72

Therefore, he
stressed the development of secondary institutions like
corpor at ions which take care of the property after the

. death of the individual. He also expected family to go
away. But family and inheritence of property still exist

in India. ©Nor the secondary institutions been developed

to an extent that these assume an intermediary place between

the state and the people.73

There exists a wide gap between the income of the
rich and the poor. This gap is continuously increasing
with the opening up of the business opportunities for the
pr ivate enterprises. Though the public sector has improved
its position over the years but it still lags far behind

the private sector and has not y=t been able to adequgtely

72. See chap.I1 regarding Durkheim's views on conditions
external to the division of labour that make it
unjust,

73. Discussad in chap.II.



distribute the national resources or the profits of develop-
meént among the population, particulafly those who are
deprived of i1it, Class collaboration, co-operation, consen-
sus, the framework in which Mannheim and Durkheim analysed
society, cannot be reached, when we find the existence of a
multiplicity of classes on the basis of differential incomes,
oWwnership/non-ownership of means of production, and class

interests.

In India the growing instances of demands for land,
increase in wages, salaries =2tc. by agricultural and indus-
trial labourers, peasants and other low-income employees
shows the need for a just national economic order,like the
one demanded by the third world developing countries for a
just international economic order at the gldoal level.

Mor ality cannot be divorced from the recognition by the
economical ly better-off of the needs of the downtrodden,

which were not qgiven due recognition by Mannheim and Durkheim.

The struggle along economic lines will continue to
exist that calls for the applicaticon of the 30cﬁology of
knowledge to the analysis of education in India., It implies
whose ideas and values are perpetrated through education,
who decide what type of education to be given and to what
end education is directed? This giveé'an idea of the real
beneficiaries of the education system; In this context
Mannﬁeim's potion of planning of education for reconstruction

is very importantaﬁhough one may disagree with him regarding

b ]
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the nature of prlanning.

In the Indian context the planning of education must
incorporaﬁe both the material and ideational components.
The icestional components include the promotion of the
basic values of secularism, nationalism, & scientific
temper etc. The recurrences of caste feuds, communal
riots, language conf licts, separatist tendencies and
various forms of religious revivalism like Sati, dcwry
death and other forms of ill-treatment to women etc.,
indicate that education now faces a challenging task than
ever before in countering these disintegrating factors.
Political and other forms of settlements are teémporary
solutions. Only education can have a lasting effect on
these by changing the consciousness of people, People
have to be educated. Both Durkheim and Mannheim considered
education to be a life-long process, Mannheim'’s stress
on 'adult education' is now considered to be an integral
part of the poverty allevigtion programnes in India, because
literacy helps people to know and take advantage of the
various developmental measures undertaken for them and,also
brings to their notice the various avenues open for them

in the service gector.

On the mater ial side education must be plannecd to
take note of the needs of the people according to the

vast differences in towns and countryside, income etc.
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People have to be allccated to various positions and greater
opportunities have to be created for income generation.

In this context more vocationalisation of educationis needed.
Unless education fulfills this responsibility and generates

a gener al sense of security among the people, its task.of
changes in the ideational sphere becomes dif ficult, This
connection is lacking in both Durkheim and Mannheim's writings.
However, they should be credi ted for recognising the noten-

tials of education for national reconstruction.
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