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hﬁnqonio Gramsci (1891 1987) and’ Paulo‘Freire (b 1921) are.ﬁ@dely
f

>

. -

?drmal and’ in thq_case of Gramsci informal education Ihei

SECH

& espect1ve ideas are examined within the context of the theoretica‘

Nframeworks in-which these have been‘expressed Gramsci S\ ideas are

9__ o?

‘;} 23 ey il o
he- tbié‘ f tﬁe Intellectuals Freire 8 ideas ‘are examined in

eiation to his theory regarding‘the process of ideological ’ ﬁ

-
-fa

A . .
-.ﬁ%' revoluticuar) contexts R . R
Wl LsBky L o o ' ‘ . ‘

ation for radfcal political change . This Thesii attempms

&qply @4 épfrelation ‘to his general theories regarding Hegemony and

J if'&)'!do‘inig;:at:icm They are also viewed.in relation to the pre and ﬁbgc L

7

~

A_oomparison'is attempted‘in the finai Chapter where it is shoénhQ'f«.

. _ ' . S s
“that the two writers express_parallel views on'such issues as

'economic-gpsegpinismf;barticipation,'thE prooess of adult education

‘hkd the role which -adult eduoation oan,play in
projecting a newh&giture -.Weltanschauung. R

& LY

There:ere obviousiy.many differences between the two writers’

S

_ideas”relevant:to_adult'education.r A corisideration of these

et




* . : Y

'differences ls-however attempted-and leads td the,concluslon‘that

each writer stresses that which the other either overlooks or
underplays. It is therefore argued that the two complement each.'
‘ . } \ .

other and that there ex1sts the ba515 for a synthesis regardlng

their ideas relevant to adult education It is stressed thgt such_
i ¢ i)
a synthesis needs to be developed at a higher lev?l of theoretical

discussion. , ‘ ' v
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- “INTRGDUCTION

The Sardinian social and political theorist, Antonio

-

7G:amsci (1891 - 1937) and the Brézilian\e@ucationistg Paulo

;EiiiZ? (b: 1921),’are_wideiy regarded as{two'of this
centliry’s foremost proponents.of{a theory of education for'é

.

radical pblicics (Ehtﬁiscle, 197 -;'Youngmaq,,l986).

Although almost twenty years separate the work)of one from '

. . : -
the cher1 and the'contexts within which they orked appear

to have been,différéntz, it wouId be pozkéble to\develop a

. a
complementar ty thesis regardlng their - writings on

— [

education, w1thout obscurlng, in any way,'the many

differences that ‘existed QSEESEE’Qhem,
. _ » v

@
B

) . L R ) :
. ' L B . -
The focus thrdughout this. Thesis will be placed on
N ., . . ' .
adult education. Freire wrote almost exclusively on’

-'1 Gramsci was SCLll at work on The Prison Notebooks. -

(Quaderni del - :Carcere) in 1936, the penulclmate year of hls
life (Festa, 1976 : 14). Freire ‘for. his part, is believe:
‘to have first expressed his thought on the ‘philosophy of
education in 1959 (Shaull, 1970 : 11)\\

2 Gramsqi was very much concerned wi&h the formulation of
a revolutionary strategy for the working class whlch would
be appMicable in the context of a Western Capltalist
society characterized by regional differentiation, uneven
levels of development and competing factions or. groups
within a single social class. Freire was rimarily - |
concerned with the formulation of a strafegy for.the
conscientization of the Oppressed in underdeveloped ‘
countries. Unlike Freire, Gramsci wrote extensively on the
‘problems of industrlallzation However, he ventures into
‘other. issues. In the second and final Chapters, I shall
address these issues which indicate that there are _
affinities between the two theorists’ respective contexts.
. N . . 3
1 :
o



this'topie‘and while Gfamsci’s work will be used as a e
souree‘of contrast, the The51s w111 he 1im1ted to those
, v P
yritings by - the‘Italian ‘social theorLsf that are relevant
to“adultueducetlon, 4 v'fj’

. i ,i,’.- S ., St

o ' .
B T T ' . B ,g?

| +9
oy
pex

1. USe of the Term ‘Adult Edud%tion _— o v -4

P

- —

The term ‘adu’ t education ;lends itself to varidhs

» -

.
. 23
an 19 ]

»
interpretations Aas 1nd1cated by Peter Jarvis in hig:® l985w

publication e Sociologv of Adult and Continufhg
Y “’
Educatlon Jarv1s pOSIts that ‘two forms of adult eduCation

4

’ ex15t name!y 11bera1 adult education and tadi§§}>adul:

—*
education (Jarv1s 1985 ;'34).3 The former is_cons, eredu -

¢ I

:ses the freedom of'%ﬁé individual to pursue h1§ own
9

in erests" (Jarvis 1985 :38). He states uhow%ber “that
. W
it has often been argued that only a few individuals can

enJoy such freedom, normally at'the expense of othen

individuals':libefty (Jarvis, 1985 : 36). In contrest,'he

considered radical adult eduggggon to be of the typz that

- e d e e e .. --

3 In distlnguishing between liberal and radical adult

eiucation Jarvis fails to take into account the ex¥stence «
what may be regarded as a ‘Conservatlve"adult
education. The adult education activities engaged in by 7

' fundamentalist groups may be regarded as_of this kind. The.

same cﬁn be said of the kind of education in Latin America
provided by what Freire (1985) terms the ‘traditional
church’. One may argue that several non®formdl educational -
“practices mentioned 'by+*La.Belle (1986) in relation to Human
Capital Theory can be regarded-as ‘congervative’ in nature
in that they are ‘'palliatives’ intended to preserve the
status quo. : :

s

————

by, the English soc1010gist ‘to be af the type that pre-,~" ‘\\V



» . . _ -
"starts from the presupposition that'the individual is’
constrained by social structutes that prevent him pursuing
ed. ° irsu

his own intereSts" (p} 38). Accordlng to Jarvis, it is
o L '
argued that, since these structures constrain 1nd1v1duals

uﬂequaily, they therefore ought'to be. replaced. Adglt

’education should 1iberate the people w1th a view to
. i L B
enabllng them to "act back" upon these structures‘and

“-therefbré.build a more egalitarian society (Jafvis, 1985 :
- 38). ' | o T - R

K

-Whi'_le this fhesis will be dealing\Fith the 'cheorie"s"af
radical adultveducatlon w1th which both Gramscl and Freire
were concerned it wlil also touch onvelements df llbegal

education\\xzoth Gramsci and Frelre appear to be concerned

“in their wr ings witk a theory of radical adult -
’ § <N

; ‘°>
education. ‘It is therefore with this particular theory
o : . s . P . K
that this thesis is conderned.. This is not to say,
however;.tﬁpt e}ements of -liberal adult education would not

" ) , o b . -
be dealt with in:this_wofk‘ Quoé&ng Hirst, Jarvis points
.Y . . A

out that liberal educationf"frees.the mind'to function
according to its true natute, freeing reasgg_from error and
illusfcﬁ.i." (Jafvisf 1985 : 36). He'goes.on to argue
that, .as a result of.this process. of mental liberation:
"the, individual may develop a profound

dissatisfaction with the society in which he lives

and wish to reform it either gradually or - .

dramatically in a revolutionary form. ., In this -
instance, the result of an‘educatlonal.activity;



N

'3 that may ha ‘regarded as libergl may only

‘«
L)

A liberal education can therefore be conducxve to a

’

radical end This appears to ‘be trugi‘to a certain extent,
bf”some of'Gramscf*s educational ideas.y’In the Italian
_theorist)s work, aspects of what Jarvis refers to as-a

11beral_education exist within the general framework of a

radicalfpolitical strategy Therefore ideas {elating to

the concept of a llﬁeral education will be considered
, oa
pertinent ‘to this thesis, despite the fact that the main

»

. L,
. — .

But one needs to go a step further and point out that

accordlng to Coombs and Ahmed, _education vb% it of the"

"liberal“ or r1§1ca1' type can be viewed in its formal,

non- formal and informal aspects (La Belle 1986 :.2).

'Formal education is defined by the_two authors as the
4; "institutionalized,'chronologically graded ‘and
~hierarchically structured educational -system, spanning

‘lower primary school{and.the upper. reaches of the "€ -

university" (cited in La Belle, 1986 : 2).

Most radical adult edueation is, however,,og.the

AR 4

informalr and non-formal‘ﬁind} The»former is defined by the L

~

" two authors as the "lifelong process By which every person -

,lnterpreted as radical® (Jarvis, 1985 : 37). e

concern will bé with a theory of radical adult educatidn.



L

potential for workers and pedsants that

N ‘ : - .

~acquires and accumulates knowledge, skills, and the inSights. 

from daily experiences and exposure to the environment”

(citéd in La Belie, 19B6 :i2). ﬁ

e

L L1 3 . N
Non-formal education is, on' “he other handt defined as

)

"any organized , systematic -educational-activity carried on
B . ; i . .
& o : ; .

outside the framework of ‘the formal system to provide
'selected types of learning‘experiences to particular
subgroups in'the‘populatibn,‘adults as well as children”

(cited in La Belle, 1986 : 2).

Tﬁroughout this Thésigt thé focus will be‘directed dn E‘
adulc’gducation of Ehe iﬂfbrmal and‘hoq=fq;ﬁai t&péf  for'-
instancé, reféréhce:will bé m§dé, iﬁ.the diséﬁssion dn{f‘»
Gfaﬁséi,‘co'fhe'role whic& jourhélism can Piay_in ;he
. . § . . . ) .
,educatioﬁ;di.?duits. The educaﬁfbn provided iﬁ-such a‘;
éontext m;;-be régardgd'asiqf'the;ihférmaivfypéz. fhisil-

Thesis will include a discussion of the revolﬁtionary

-

2

is ‘inherent in

systematically organized”educational-activities'which‘are

R

pursued outside the formal system and, “at. times, in%dlrect

relation to the productioh process. The educagioﬁfproQiHéd
in this cbntext'may be regarded as ofﬁthenndn-fbrmal_tyﬁei

&



‘Radical Adult @
' : ‘In tﬁe ébfegoiﬁg section, fthe pgrticuiar area'of'adult
"éddcatioﬁ with‘wﬂich>che Thesis_will'ﬁe concergéd has been
'identifiéd; .Itzwoﬁld theféforévbe'oppértuﬁe atatsis sfége
to comment sriefly'on phé connéction between each of the

e

“two writers in question and radical &dult education.

~

The name Paulo Freire.is, of course, associated with

- popuilar education’, the kind of non-formal, adult
‘education carried out among the impoverished masses of

Latin America. Bopular:education is regarded by Torres

':(1987)‘as providing_for th&*underﬁfivileged social classes

"the skills necessarysfor them-to survive within and

-

‘challenge the éxistinngbcial'order:"(?.l). The Séme

‘author femarks, "the main aims of this paradigm, inspite of

its Latin American origins, are similar to those of the
radical paradigm of wak;ng'cléss education in Europe" (p.
1);v Thevlatter3mﬁst be one of the paradigms Jarvi§<h;s'in

mind yhen‘Vriting about a radical, ‘adult education.
e _ . . :

Mbreove;,*in the same baper,.TOrrgs (1987) goes on to state
_ ghat~this kind of radical adult éducationiincludés
‘critiééi_liteéacy prainiﬁg’ oﬁ Fréiréan lines (p' 2);
thergfore sEregsing the,COnﬁeétion‘beCWgen Paulo FfeireL

~popular gdﬁcation and radical adult educhtion.

b
4

.

wo
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F;eiré”appears to mistrust:che formal séhboling system,

N : o . :
whose function is considered in radical circles to be that

§f ;éproducing existing ﬁower relations and dissemiﬁaging
- the ruling ideology.S- He also.reveals_aw;rénéés_offfhe
faéé that,.in most Qndefde?elopedicouﬁtries;.séhddls'afe
'aQCéssi51e cQ-on1y‘élsmall percentage of cﬁe.rﬁrél
pgpula#ion. Fréirgvtherefor;iéxpléres:the poteﬁtiél for
moun;er-hegémony inherent outsidé lhe formal sec;pf;-.He is

famous forihaving devised, inadult education programmes,

the means whereby literacy is;"closely'tiéd_to thefv‘

"~ political realities of land and-food and health care and

the personal empowerment of people who were victimé,of
oppression” (Kozol, 1985:95). 1In Freire’s work, the'word
-is, as Kozol points out, "not diVofqed'from the world"

(Kozol, 1985:95).

Gramsci's aSsOciélibn with radical adult education is
also considered to be a strong one, pérticularly in Latin
American circlgs. He is belféVed to have exercised -

considerable influen@e on people involved with ‘popular
education’ (%ﬁ?#élle, 1986 : 185). Moreover, the issue of

a radical adult education is given prominence in Gramsci’g

writings, the reason b#ing chat:helcpnsidered the teaching

5 Referring to the ideas of H. Giroux (1981, 1983) I
shall argue, in Chapter 3, that this process of-
reproduction is not necessarily a smooth one.

'
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of partisan, polltical truths to be the responsibillty of

-

this particdlar sector of the education process'and not, of

the,school. ‘As such, his -ideas on adult education‘appear

to have been of immediate strategic impqrtance for the

mobilization of the working class during the time that he

- >

S - ' 1
was politically actlve,in‘Turinf Admittedly, following the
,l’collapse of' the Factory Council Movement and the rise of
‘Fascism, Gramsc1 reviewed his positiom regarding the role~

.. which radical adult education mainly in the form of

workers! .education.on. the factory plant ~can play 1n the
9pre revolutionary context. However this does not mean
B

that he abandoned his faith in the revolutionary potential

inherent in this type of activity On the contrary, hef'

must have contlnued to regard such activities as valid,

_ provided that they were not carried out in isolation but as .

,r

‘part ‘of an attack on allffronts "a ‘war of position

|

g . :
engaged in at the supers ructural level As'such, his

scattered andy—at times cryptic writings on_radical adult
~education remain ‘relevant within the context of his later
theories.- They‘contﬁg e to'éonstitute an important

" component of his educ ional theqry, a oomponent'which, on

itsvown,vwouldibe worthy of every_consideration and\an

in-depth analysis. | | |

The remaining omponent of Gramsci’s educational theory

N

primarily consist of his writings on the School. These



‘.Q:i%ings'may-vefy-much'be'fega:ded ésla projection into the '

future. and, therefore, of relevance only 'in a post-- )

revolutionary context. It can therefore be argued that
ocI5@SCi could not have considered such Writings'as'of

- . N i - : . ’

immediate strategic importance for the organization of the
Lo . . . » -

- wotking and peasant classes. This is not tp say, however, -

" that these'writings do not contain ideas that have .

implications»for a theory'of ddult edu¢ation. These ideas

‘would provide an interesting contrast with those exprassed

By Paulo Fréir%i .For this:reasoq, I would'regard these

54

“ideas as worthy of every consideration in a discussion on

2 B o
B

' ?réiré‘and~$;amsc1’s wrioiﬁgs'ohiédﬁlt»educa&ion. DA
R . S S R
:Equally}worthy of oohsidegotion‘ofe.ideés relevant to
oﬁo.issue of-culouro; This.isSue constitqoes ah area of
major ooncorﬁwin some of Gtémoci'o wfitingsw Thef are
oharaoﬁerized biﬂoontinuoos orobings:into tﬁo poosibility
of creating a common cuiture; “I~shall argue that Fréigo’s
odolt educational Qritings olso have ioplications for a

theory regardiﬂgrthe creation of such a cuiture. This

mgkes the issue of culture even more relevant to  the

- ‘ vy
discussion.

3. ;Ihe IheoreticaL’Framework
There exists a huge corpus .of literature in the
Sociology of‘Education'in which it is(argued that the‘

a



formal education system is partly respons1ble for the
vreproductlon of the existing soc1a1 relatlons of
production through uhioh the uorking class is maintained
in-a p051tion of subjugation, The Marxist philosopher;
Louis Althusser, argues_somewhat to thisleffeotiwhen
conceiving'of theiSthoolvas 'an ideological'state
~apparatus'. He states that, in aoting'e&usuch an‘

. - _ ?
. ..
apparatus, the School provides capitalist social formations

BT

nOt‘only with the'necessaryllabour.skills‘but also with the

_means for the reproduction of the process whereby workers

_’submit to the ruling ideology (Carnoy, 1982 5.94).v!

‘ Althusser even maintains that schools reproduce the
-,means by which "the ‘agents of. exploitation and repression"

: manipulate "correctly“ the ruling,ideoldgy, so that "they

too will provide for the dominatlon of the ruling class ‘in .

words'"_(Althusser cited in Carnoy, 1982 T 94).

Following in the tradition of Althusser are the Frenchv
\-

Marxists Christian Baudelot and Roger Establet. They

—

argue that, although the educational system appears to be

-

open, it really serves to favour.the Capitalist class in
two ways{ It separates studedts on a class basis into

either a vocational or- higher education stream. It_also

r

serves as a vehicle for the dissemination of the bourgeois .

ideology which is believed to include such myths as.



_subordinate classes accept the system as morally Just

.meritocracy, eduality of'bbpdrtunitjland“refOrm'liberalism‘

- (Mifflen F J. leflen S.C. 1982 : §5). Baudelot and -

Establet belleve that through this® 1deology, members of the

(leflen, F.J;;'Mifflen, SfC.,"l982 : 55).

"
Samuel Bowles énd Herbert'Gintfs are twoiother
neo-Marxist tneorlstsi The views'uhich these twolAmerican
econonists'express in their celebrated work, Schooling in
Capltalist America (1976) are very much in the radical |
tradltlon of the type referred to above As Hurn (l985.§
polnts out their major contentlon is that."the educat

system relnforces class 1nequallties in contemporary soc1ety"

(p-. 65) Moreover they argue that there ex15ts "a close

,correspondence between the social relat10nsh1p54¢ﬁ1ch govern

personal interaction in the workplace and the soc1a1

relationships of the educational system" (Bowles, Gintis,

-

1976‘: 12). The relatlonshlp varies accordlng to the level

of schoollng, different levels of education feedlng workers

~

into "different levels within the occupational structure..,"

V(Bowles, Gintis, 1976 ;. 132). They even point out that the

social relationships of a school s different tracks reflect

s

'the students social background and the economic p051tion

they are most likelyﬁd§-hold in future. So, according to the

analysis of Bowles and,Glntls (1976)"

. R ‘ . \ o
L Y . O Q.



»"..jpredominantly working class schools tend to
empga51ze behavioural control and rule following while

- schools in well-to-do suburbs employ relatively open
‘systems that favor greater student participation, less
-direct supervision, more student electives and, in
general, a value system stressing internalized
standards of control" (p 132).

The aforementioned people are just a few of the nany
social theorists who take a penetrating and critical look
at the educational systems, p051t1ng that the 11bera1
vmeritoeratic ideal is merely a mythrierv1ng to Justifylthe
bogrgeOLS 1deology and therefore dominance. Christopher
J. Hurn '(1985) sums up their efforts.in_this regard by
stating that radical crltichle "stresses the 11n}¢s between
schools’ and the demands of eliteg rather thangihe needs of
vthe whole“society. It\also stresses thelcgggzetion betneen |
schooiing and the 1earningbof dociiity a ‘?%onnliance
rather than the acquis:ition of cogniti\iég;ills" (.p 61).

. Ny ) -
. . . -
: LR .
[ 4 X . N v .

This, in short, is what;‘: FXo@#bing radical critiqdes
. ) ; o . [

...............

6 Of particular relevancej, B *{s the work of Pierre
Bourdieu. In formulating his®?% fitural Capital Theory’,
Pierre Bourdieu posits that. the higher educational
achievement of the upper and middle classes is due not to
~genetic factors but to the cultural prerequisites which
children from these classes obtain in the homeﬁlMifflen
F.J., Mifflen, §.C. 1982 ;. 64, 65). As Christopher Hurn
points out, Bourdieu arrives at the conclusion that -
"Schools work ‘to conceal the real character of domination
by teaching ‘that there is only one. legitimate culture and
one form of approved consciousneéss - that of ‘the highly
educated elite” (Hurn 1985 : 214).

’

‘T\. 4
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. sense of helplessness,: that nothing can be done to .

13

remarked, however, that such theories as those formulated

by Altﬁuésér,‘Baudelqt and Establet and the Americans,

- - .

Bowleé‘andlcintis, are criticized by many (inéluding, in

V’Bowlés and Gintis' case, the aﬁthors themselves) on the

grounds that they are somewhat mechanistic. It is often

érgued (eg. Giroux, 1983) that these cfitiques.convey a’

challenge bourgeois dominance.

>

Both Giroux (1983),. and Apple (1982), feel .that this

- dominance can be challenged. Giroux, for instance,

concelves of the School as the vehicle whereby’not only

bourgeois dominance but also the socialp contradictions are

-reproduced. He tﬁerefore explores the potential for.a : - . .

counter-hegemonic education. ‘Thérglare those who would
‘argue, héwever, tﬂht_this counter-hegemonic éducation can’
only take place outside the formgl school system. This is.
where the writings b§ Gramsci and Freire become relevant.
féth wfiters are non-mechanistic in their approach.t;

: -

educational probleﬁs. Moreover, both explore,the potentiél

for a revolutiona ; edﬁcational process existing in the

field of non-formal and informal radical adult education. '@ -

L

L ’ . ' ‘
In Gramsci’s case, the areas wog}d be those provided by the
. A .

: A '
;&tory councils, cultural associations for workers, the

trade unions, journalism and the working class party. For



»

~

~

' - . A c Ty

Freire, the/vehicles for such an education wotild be the

method of the generative word: the cultural circle,bthe.

3

‘prophetic’ church.and literacy campaigns. &Ihese are»the
,educational sources which will constantly be referred to
throughout the separate expositions and eventu; l comparison

of their-respective views on adult education. Gramsci and

‘ Freire are ﬁ%remost exponents of the kind of radical,

. ) \\

counter- hegemonic education which many regard as capable

of challenging bourgeois‘dominance.k

4. Si bificance of the Researc

One'may argue that.such a comperison would, hopefully,

shed some light on i;éues whigh are relevant to any attempt .

- to develop a radical theory of adult education Moreover,

’

in juxtaposing the ideas of one theorist'againSt those of

: the'other, one would be providigg an indication that there

may be different sides to an issue which it is nowedays‘
fashionable to approve of or dismiss categorically as.

progressive or reactionary . The section in the final

Chapter that deals'withbtherdifferences between Gramsci and

Freire's pedagogical ideas has been developed with this

purpose in mind
v : . / .
‘There is also the question of partioipation by the
learnet to be considered and throughout this Thesis this

conoept will be given the_importsnce'attached to it by both

4

. _'i;‘é"
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theorists. Participation ﬁs the key word in Gramsci's

writings on ‘the fdrin.Factory Council Movement.7 This ~
? concept lsvalso .central to Frelre s adult educatlonal C L,

strategy whicn entails a dia&pﬁicalfpreeess of learning 1;

involving tne eradicacion;of barriers.between-educatorland

educatee and theyneedxgorllearners to become the creators

of their own’textsvand,knowIEdge.

@The concepr of a part1c1patory democracy appears to be.

*a Vefy popular one nowadays and the whole theory of

Llfelong Education whldh has been one of UNESCO!s master

2
b

concepts for educatlon appears td\g//geared tosi rds ther
creation of thls type of democracy (cf ‘Wain, 1985 ; -Mayo,

n1;r;_~“__~;98594a~1here£orey-a_plece of research on t ies

» g
regarding a participative education becomes highl
X ‘» . ‘ . . L A ~

in this day and age.. L :
. ] L °
5. The Respective Contexts -

,

. - . o .
Having commented on the significanee of this piece‘of

research, one may now prepare the ground for the actual

comparison.‘“A few prelimi1ary considerations are, however
still necessary at this stage. Both Gram501 and Freire
need to be contextualized historically‘since certain |

‘aspeCCS’of the background:to their Qritings have to be .

borne in mind as:one‘readsbthrodgh this Thesis.
S K :

15



The.following'section, therefore, will ‘contain brief

)

16 :

and separate ofitlines of thé two theorists’ respective . :
P , _ p

" contexts. . At the start of the final Chapter, a closer look
E ! ~u . B ) .

at these contexts will be made, with a view €fo determining

any affinitiés that may exist.between them.

(a) Gramsct; ’ : ' ' -._ -~ - <\

The Itallan Penlnsula durlng the first part of thls'

-
T e

‘Century providesbthe context for Gramisci's wrltlngs

‘ Desp;te the_Codnt§§'s Unification‘in‘the'Nineteenth
Cehturj,’profodnd dlfferehcea ealsted between the Northern
add Sodthern regfons. The North, includihg Pledmont

Lombardy and Venetia was well developed economically, but *

the §outh from where Gramscl hailed was, to. adopt Coser's

i

phrase, only on the margin of modern European LY

ar

civilization"'(Coser‘ 1977 :2414)‘ The Southern Reglons

had a]xthe characterlstics of the so- called ‘Third |
‘World'. The population was predominantly rural and S
illltetagy,was'widespread in this'Region,

= . : : - ' . : - ".' . S
. : ) r

In contrast;"illiteracy was down to eleven per cent in
. 2 . .

Piedmont (Coser, 1977 *: 414), the most industrially J
advanced'region'in the Peninsula, Turin}'the major city in

the Region and Italy’s first Capital, was, and still is,

'the‘home of FIAT, the car manufacturing i?daatry owned by

the Agnelli Family.- Thfrty perfdent\if/}hé population of H’



:over 500 000 who 1nhab1ted Turﬁn around 1918 worked in .
‘flndustry (Hoare Nowell Smlth 1977 B XXV) The Turln"
'Worklng Class was, | consldered to- be advanced’ and enJoyed a
'tradltlon of 1ndustr1al and polltlcal organlzation It was

aLso very militant and ever so ready to take to the streets

1(Hoare owell Smith, 1977 : XXVI). It“prov d thl on

quite'a number 0% cca510ns especially in August 1917 s

when,'fn the Eours of a four day 1nsurrect10n trlggered

3

- off by a‘fallure of bread supplles no 1ess .than fifty
4workers were ki&led and one . thousand were elther o

;abrlsoned or sent to thd front (Hoare Nowell~Smith, 1977

: XXXII). U' . Ty

R i

Turin was, in short “imbued w1th a strong revolutfonary

1

spirit, one whlch rendered it Italy s 'Red Capltal" Thxs
spirit was. enhanced by the_news of the'October-Revolution
'in Russia which generatedfa feéling.among the Turin-workers

that a similar event in Western Europe was'imminent. The )

Coa

,revolutionary*fervour.almdﬁt reached its climaxﬂwith the

famous"Occupation of the Factories in September 1920
O :
,tactivity! in which Gramsai was. greatly 1nvolVed The .

o . - Y .5~ _ _".

eventual surrender of the factory occupiers was soon

followed by the rise of Fascism in Italy (Mussollnl marched

-

on Rome in 1922) the dark pdriod in Itallan\polltlcs whlch

prov1des the background to Gramsc1 s prf!on wrltlngs : The

>
fa

period during which Gramsci was polltiCally active in Turln

P

i . ‘./'.



peasants.,

1

~was also one marked by great innovations in the field of-

culture, with the emergence of the Futurist Movement
(Marinetti, Boccioni, Balla etc.) and the first stagings of .

the hlghly acclalmed unconvent10nal plays of Lulgl : -

‘3P1randello, one of Europe s most lnfluentlal dramatlsts

(b) Freire ‘ D LA
Latin America and Africa provide the geographicai.
contexts . for Freire's writings. His early work was carried

out in Brazil, a country enjoying a period characterized'by

'the emergence and moblllzatlon of popular forces under the

“

‘Popullst' Reglme of Joao Goulart - Following Goulart'gé‘_
overthrow by the Mllltary in 1964 and Frelre s subsequent
expu151on from the Country, Chile became the centre for the
Bra21lran educator's literacy‘activities, Under the.

Christian-Democrat Administration of Eduardo Frei, Chile -~

3

‘underwent a process of preparation- for the later period

' , B ¥ ‘
during which the lands were to be distributed to the

< ' P . -~

‘. . | ) R \
Taken in its entirety, the LatintAmerican context that

prov1des the background to the Early Freire had two

important characteristics: thefexistence of avSocialist Y

’%§ate in the- Region the result of a successful revol‘!ion

" and the emergence, in certain countries, of industrially

developed centres alongside underdeveloped.areas'and

.« -



regions’ characterlzed by hlgh levels of Llllteracy ‘ The
1111terates are mainly to be found both in~the rural areas
~and on»the periphery'of the major cities. Those livingYOn

the periphery-are normally people with a recent peasant

past (Torres, 1982,:,88);

’

[ 3

The #frican context is also cne characterized by a
- :

nantly rural population but without the presence of

‘pred
an
o,

the time of Frelre s act1v1t1es in Africa enjoying the

first scages of the post-lndependence<perlod 'some of them

,b'(eg -Guinea Bissau) having emerged from the ravages of the

I

Colonial Wars. The former Portuguese and Brltlsh colonles._‘

are, in the main countries wherein numeroas lndlgenousv
. , S
1angua§bs are spoken and wherein such 1ingulstic'

_ expressions as Creole and Swahili act as a lingua franca.

6. Presentation of Material

Nqw that the work of the two theorists has been
contextualized,'one may comment on the manner 'in which the

- —

material will be presented.

Chapter II will consist of a theoretical exposition and
analysls of Antonio Gramsci s ideas that may be con51dered
relevant to adult education. The first section Qf this

Chapter will consist ofvan exposition of such key Gramscian

trial proleta:iat.-‘The countries invo}véﬁZQEre,_at_

. 19




 concepts as Hegemdny aﬁd=tﬁebélosely’reléFed‘bqéS'OEJCiQil"
‘Sdciéty andvﬁhe'Hiétqric51'Bloc.' Gramsci's ﬁggagogical and.
-‘culturaifviews-are yery muchvfelated‘to these concepts.:
Tﬁe‘sgggﬁd sgcfion will deal with the adult educational
‘ r6£;>g£ the intellectuals in'créating a heggﬁonyJ Thé next“
seﬁtién_will focus on.such important issues in fhe debate
. oﬁ adulc edﬁcatipﬁ as the reléci6hship between-iearhing and
‘prqduction, the potential inherent in higﬁbrbw Qné populér
Kculfufe_for the_emancfbation'of the subordinate classes and
the fole ;f guch soﬁrces of informal education as

. - ,‘ - - -« ' . ’
journalism. In the final section, some consideration will
" be giveﬁ.to thevimp;ications'which Gfamsci;s writingSZOQ

the ‘Common School’ may have for a process of radical adult

education.

A similar treatment will‘be:affo:ded, in Chapter III,
to,faulo Freifeﬂs pedagogical ideas.' Their rélevance to |
both a pre‘aqd post révoiutionary context will ‘also be
‘e#aminea. The fdéﬁi%gf thevanalysis i;'this Chapter will

PR
MY

& v
be the ideas expresséd by Freire in-his English Language

publications. : ' ‘ B

The comparative analysis will take place in Chapter .
-IV. . In the first section of this chaPter,'a comparative..

[ I NN A
look at the respective contexts fotﬁ%ﬁeire and Gramsci's

G

o ﬂtks will :ire made. In the n‘e:ifzd‘._“seq‘g:ion, an attempt'will
S e ) ' . - . o . . PN

e
K
' . . [ oo, ’
. . . 1 A
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be made to'draw out parallels existing between the two

theorists’ ideas that are relevant to Adult education.

Important diffe:ences between’ their ideas will be drawn out

in the Chapter’s final section in which a complementarity
thesis, the basis for a synthesis, is fétmulated.

A



o o CHAPTER It

AN EXPOSITION AND ANALYSIS ‘OF

GRAMSCI{S_IDEAS RELEVANT TO-ADULT-EQUCATIONA e

The Sardinian born>Marxist ideoiogue Antonio Gramscx

has made a distinct contributlon to modern social theory

He. was concerned with. the develooment of a revolutionary _
?sﬁ‘ _strategy whlch would prove effective: in the context of a
highly complex Western capitalist society'characterized by‘
. regional‘differentiation, nnevenvleyels:of development and

competing factions within the various social strata. Adult

education features prominently among'the topics}dealt_with‘

. ; .
by Gramsci in hiSjscattered,Afragmentary'writings which.

appear to have been direcee& towards the formulation of

such a strategy. This chapter will be confined to an’
exposition of Gramsci’s. ideas which are of relevance to -

-

adnit,education in its formal,%non-ﬁormal and informal-
aspects. Ano these ideas will?he viewed in the iight of .
his all-embracing theory of hegemony'and the role of
'4inte11ectuals.
- i
. Some of Gramsci’'s ideas concerning adult educatlon were
S . of 1mmediate strategic importance for the mobilization of

the worklng class_duﬁing the time that he was politica%iy

-active in Italy in the 1920's.. Gramsci also wrote on the

A
<4
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schogl and these writings were, on the other hand, related
to the post revolutlonary stage . even though they were

provoked by contemporary education reforms. Nevertheless

they contain 1deas that have implicad&ons for a theory of

adult education.. They would therefore be worthyfof every

consideration in this discussion.

e .

The tirstusection of thié.chapter will consist‘of an
ekoosféion of éramsoifsvview;of_hegemony and the closely R §,
related concepts of Civil Society‘and the HistoricallBloc.

Thpse views of his;:whiCh are of relevance to adult
edncation,hhave‘ perforce to be seen in the light of these
two concehts" The second seption w1ll focus on the
educative role played by the intellectuals in the creation

and strengthening of ‘a hegemony In the third section, an

attempt will be made to provide»a coherent view of

i

Gramsci’s theory regarding'th% function of adult edncation
in the context of the type of hegemony he had in mind,

'taking into account the role which,culture both ‘highbrowf
- and ' popular , can play in this regardt‘ The fourth and
final section will consist of an exposition of those

Gramscian ideas regarding1the school which would be of

relevance to a theory of adult education.
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.fl.u HEgenong~

E The term fhegemony’ is etrongli éeeociéted‘with‘:
Gransci’s work. 'Nevertheless it had been employed earlxel
by both Lenin and Stalin w1th reference to the: role that
political 1eadersbip plays in the proletariat’s =
motilikation'as part of an-alliance of classes (ﬁorrov,
1587';‘4). #Grameci.attributes Ehe_"theori;ation end

. . ’
realization" of the concept to Lenin, regarding it as the
; _ . - b .

Soviet Revolutionary Lecder’s "major theoretieal

' contrlbution to’ 5pe phllosophy of praxls" (clted in Morrow
N
'1987 T4y, Hhen used by Lenin, the term takes on "an

3

instrumental, strategic meanlng R thus lacking the cultural

4). =
q

'+// _ Gramsci employed the'term"hegemony'_to ﬁescrioe how
the domination ofxone'class over another ls achleved by a
combination oflpoliticel‘and ideorogihpl'means‘(Abercrombie
et al, 1984 3ﬂ99)1 Two key words in Cramsci's conception |

of hegemony are those ovaEOerciop' (dominio) and
: , . w
‘consent’1 (‘direzione’, which really means leadership by

. ' B bl .
consent). These twb.levels of domination qorrespond to the

1 This immediately recalls Max Weber s theory of
legitimacy, founded on the distinction between coercion and
voluntary consent (Morrow 1987 : 23.» Considering the
specific' context of Gramsci’'s writings, ne may state that
.Gramsci developed his theory of hegemony ‘out of the '
traditional distinction, in Italian political thought,
between force and consent (Morrow, 1987 : 5). .

resonance of Gramsci’s theory of revblntion (Morrow, 1987';"/) .

¥4
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Gramsci maintains that although c&ercxon (polltlcal

> 2 2

force) 1is always_glven importance ‘throughout the process'df>

domination of one class over the subaltern one, ideology
. ’ . .

may - play a more significant role in winning the consent of

the dominated classes. The balance ‘between force and

consent varies from society to society, the latter being

more pronounced in Capitalist societies (Abercrombie et al, -

1984 : 99)h2, According to this theory, the dominant class

. ilist engage in some kind of 'educational’ relaﬁibnship with

. the subaltern classes in order to shape their consciousness

and; in so doing, secure the required legitimacy.

According to Gramsci, the State was the instrument of
political force, while ideological domination was achieved

by the institutions of 'Civil Society,’ a term originally
oS v ‘

...............

2 In certain underdeveloped Third World céhntyies, a
process of ideological domination also takes place.
However, the coercive element, referred to by L. Althusser
as the ‘repressive state apparatus’, is certainly much more
in evidence. In reality, though, sharp distinctions .
between coercion and consent cannot really be made. As
Poulantzas points out, ideological apparata do contain a

. strong element of coercion The school would be a prime

_ example of this (Carnoy, 1982 : 100)

¢
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. referred to as the ‘ideological supefstructufe'm(Morrow,

and thei"myth\of the general strike"”

attributed to Hegel. Hegel’'s notion of *Civil Society’

embracéd_both‘commércial and industrial life. 1In the handsv

»

~of Gramsci, however; the term was stripped of its economic

,connotations to -become associated with what is often

1987 :v6).3 Schobls and other sources of ‘education and
culture would, naturally, feature prheinently among these
lnstitutions of ‘civil society.’

N

These institutions are considered by Gramsci to be

¢

extremely powerful in westernj capitalist societies; so

o -

podérful‘that, through th;ir presence the State becomes
"oniy’aﬁ outer’ditch, The institutions of Civil- Soc1ety
operate. behlnd the State as "a powerful system of
fortresses'apd earthworks“ (Gra@sci. 1971 : 238) 30’that
wﬁenever the state 'trembles’- a "sturdy st%ucture of civil
SOCiety"'(Gramﬁci,.l97l : 238) makeﬁ its prb;enCe felc. »
. ; _ R :
As such, mere ‘direct actlon by the masses would not

suffice to bring about a political trgpﬁformation and lead

towards the creation of .a new hegemony. In Gramsci's
view, the mass of workers needs more than just ‘militancy’

in order tobbring

3 This is a form of ‘Lenindsg’ 1 Gramsei which makes him
critical of the& types of spontanei §

advocated by Georges Sorel and Rosa uxemburg (Merrington
1977 : 157) . .

: gaa&;-g'



'engaged on a wide range of fronts.

ébout'politieal and social change. He consjidered the

"general strike" to be a "passive actiVit&...an activity _
which does not envisage an ‘active and constructive7\?ﬁase '
ef its own" (Gramsei 1971 ;'127) ‘Militancy’, assumed by

Clark (1977) to involve the securing of concessions withln

the existing economic system (p 6), must have@been regarded

K by Gramsci as being capable of prov1d1ng "only short-gaxrm

“

or illusory benefits" (Clar »1977§' 6) and therefore not
likely to effect a change in the polltlcal and econom;c
struetpre. Gramsc1 bellevee that any group:or‘class
aspiring towards establishing its own hegemony in @gsgern
capltalist soc1ety has to engage in a 'war of positioy’ , @

kind of pqlitical,trench warfare, which entails a struggle
. A

The State, as .it is commonly known, constitutes only
one aspect of the society which the‘new_group~seeks to

transform. It was regarded as only a facet of the

bourgeois power that Gramsci’s political strategies were

intended to break. ~As such, a ‘war of position’ entailed

for the proletariat a proces§§of wide ranging soc1al

> )

'organization and cultural influence. Only success in this

regard would, according to Gramsci, make possible 'for the
proletariat a froﬁtgl eondition drf‘war of movement’, as
result of which state power would be Finally secured

(Showstack Sassoon, 1982 : 17y. . . ' .



woo.
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The impllcatlon of this is that{ according go Qraﬁséi,»
a preliminary struggle has to be engaged in by ¢he |
proletarlat at the superstruco;ral level Through°u£'sudh
a struggle the empha51s is placed on the dissepiTgjon of *
a new and potentially sransformathe ldeology fhﬁ
Jacqulsitlon of consensus and the alliances of orh€lt gfoups,
éé, ‘more precisel socxal forces become the queﬁt of
this struggle. g‘e’r all, the dominant faction i e
‘ruling bourgeois clgss succeeds in fetaiﬂing{it; PQyer
thiougn alliances with other factions or groups both-fr§m“
lits own class and the subaliefn ones. The aspiring-
proletarian group.must aCCordlng to Cramsc1 do Iikedlge,
It must create a new ‘H1storical Bloc" the_te*m Rhiéh1
Gramsci employs:to desctibe the complex‘nénner in Whish

>classes and factions of classes are related in a glveﬂ

soc1et¥ (Showstack Sassoon 1982 :.14).(

It is for ch}m?y

historical bloc, ‘that Ct

eason, the need'to Ccreat® g

ci maintained that the Itallan

Communist Party (PCI),_of h1ch he was one of the fouﬂders,

should engage in a contlnuous dialogue with sueh 5%qgoTsy- of '

the Italian working class as the Cacholic masses *In S

doing;Jhe managed to lay the - foundacions for the kihd Of

.
N
1.

policy advocated by Palmiro Togliatti and belie_ved hy
Giorgio Amendola (1978) xo be the currenl'-pol_;e.y ot ghe |
A ' . ' .

P.C.I. - that 'of an encounter ("incontro") Betwevﬂ maﬁs&s N

Y

e
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P

'ones'(p. 3. The'no

RERY

of workers of different orientation, inciuding the Catholic

of the historical bloc was so

at it is considered to be the

dear>to Graméci's he
. . . .
main reason why the Sardlnlan Marx1st leader wanted the

\

P. C I.'s OfflClal organ to be called ‘L'Unita’. This

forces, of a historical bloc, achieved througn.the t\'“
acquisition of a large consensus (Amendola, 1978 . 39).A

One way by,which.;he-prospectiveﬂruling’group shod}é;

according.to;Gramsci, seek.to secure the allianceé of other

'groups, factions or classes is through engagement in the

kind of counter hegemonlc act1v1ty that would prOJect a new

Culture Weltanschauung Thls new. world vlew would appear .
Y £

%be superior to the rest and in the words of Amendol} ’

(1%&?), would serve to instill in the potential allies thHe

convf%tlon that the prospectlve rullng group can come ao

grips with and indeed ‘solve the country s major problems

‘

{

* £d

(p. 40). 1In projecting chis v1ew{lthe revolutlonefy group )

Al

would be securing a profound change in mass consciousness

4 ,“Giozgio Amendola is a prominent figure in Italy s

Communist Party. He has written extensively on the Fascist
period in ‘Italy and on the history of .the P.C.I. The point '
made in this paper has been extracted from his 1978 '
publication _Antonio Gramsci hella vita culturale;e_

iana, The relevant sentence reads: "Non.a
caso il giorﬂhle del partito comunista lo voleva chiamare
'L'Unita’ che non e’ l'unita’ di un partito, e’ l'unita’ di
forze: sociall 'di un bloeco storico che si deve' formare
attraverso la conquista di un largo consenso. “'u(Amendola
1978 1 39). . -

»

, stood, andvindeed stidl stanps, for the unity of all social ~

J

Jf§§.
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~_< 1

as a result of whlch it would be exerc151ng leadershlp

;
»

before the rise to power: - N "“.. o .
"every revolution has been preceded by an. infense R
labour of criticism, by the diffusibn of culture and

‘the spread -of ideas amongst masses of men who ‘are’at
first resistant, and think only of solving: their own

, immediate economic and ‘political problems for

themselves, who have no tigs of solidarity with others

in the Same conditlon "

SR I (Gramsei, 1977 : 12)

3 t{O" 3 °

Considering that the emp~' s throughou}/the apove

e

’ c1tat10n is placed on the Qissemlnatlon of culture and e .

difffision of ldeas it would not be"amiss to say that

.8
1.

Education and Culture emerge as. two 1mportant 1nst1tut10ns;:

- of’ c1v11 society through which the war of p051t10n ‘can. he

z P e

of

waged and the new historlcal bloc can be created Like ¥

e

)
other superstructural elements, they can contfjbute towards

the generation of social and political'change.' According

v [ P
to Gramsci, 'in advanced capltallst countries the

x,

superstructures are‘capable of enjoying an'autoncmous O
existEnce.',Ihis marked‘one of Gramscifs decisive breaks °
with'the kind:of officxal' Marxism propounded by
'Plekhanov Kautsky and Bukharin and characterized by an-

evolut{onary-determinist'conception of history (Merringtdn

1977 ; 14%); It also marked a decisive break with the sort

of positivist-determinist views espoused by several Italian

trade unlonlsts-and socialists at the time. These views

led them to—advocate a policy of reformism ‘to which Gramsci;

I
|
I

0
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as mere epiphenomena or der

a4

Lenln and Lukacs, Gramsc1_reJected r1g1d economism}3in'all

its forms, thus refralnlng from lap51ng into a sort of

catastrophlc fatallsm in- the face of events a fatallsm

stemming from a strong belief in the f0rces of history and'

‘the inevitability 6f'Cap1tallsm s collapse as a result of
*1ts lnternal contradlctlons (Merrlngton,‘l977 { 142)

Gramsci likenedlsucb.a'fatalism to "a theory of grace and

predestinationd_(Gramsci,;1957‘: 75).

In a famous article, ‘La'RevoluziOne contro il ,

'"Capitale" " (The Revolutlon agalnst ‘Das Kapltal ),

'published in- ‘Avantl", Gramsc1 pralsed the Bolshev1k

Revolution prec15ely for hav1ng glven the 11e to the

] A
\\"facts have overthrown the crxtlcal schema,within-which
‘he history of Russia was supposed to be confined,
‘according’ to the canons of historical- materialism. - The

Bolsheviks deny Karl Marx, and affirm explicitly by

their deeds that the canons of historical materialism

are not so ironlike as might be thought, and has been
thought. . .(the" Bolshev1ks) are nongarx1sts that{sp
all" (cited in Clark 1977 : Sl)‘ﬁﬁf o

. 3
i

«"

4 2

In Gramscx s view, althoughﬁé dhs polltlcal and

e

ideologigal formations do relate to §nd represent the“

2

interests of,the dominant classes, they cannot be'regarded ,

D)

tives of the structure (or -

tvqlutlonary determlnlst conceptlon of hlstorv , He wrote:

vwas naturally totally opposed (Clark 1977 53555.‘ Like- .

31
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forms and combinations which in turn react upon the
structure" (Merrington, 1977 : 152).HVA.change in these ,“
: - . : . . | ! . : v N

superstructures can have a bearing on the nature of the

eceonomy.

The éducationalfand.cnltural instiﬁutions can.therefore -
Vcons;itute an‘important area'in'thisgsuperstruc;unal : a
complex in which agstruggle for ehange Can'take place;.
:Thi: impl‘cation of'Cramsci’s theory has not.been lost'on’
;such contem;orary educatlonlsts as: Mlchael Apple (cf.

IEducation and Poweg) and Henry Glroux (cf Theo Iy a N

Resistance in Educatlon) who regard the educntlonal system

.- as suitable terrltory in whlch the existing hegemony can be

resisted and counter- hegemonic activ1ty can be engaged in.
. However,tglven Gramsc1 s~advocacy of a ‘war of.posi;ion'

characterized by a struggie for ideological domination ‘on

all fronts’, one.must add that such-initial;aetivities in

v,the various areas of what 1s commonly regardtg as the

: educational system namely the sources of both formal and

'rnon formal educatlon -must be'complemented by similar L

- acounter-hegemonmc;aCthitles carried ouc within the_other'"
._'iinSCitutionsjof ‘Civii'Sooiesy.f:<Aofiyiﬁies’oarriedrout.ing‘
isolation'wouid, in terms.of Gramsci’s ooncepf of ehe;' |
hlstorical bloc be doomed to failure ,Allﬂthe -

1nstitutions formlng part of ‘the superstructural complex

o '

»are engaged_in actlvities.tha; may'be regarded.as.o

K
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‘eoucetionelf; the‘term“‘educétionl being used here in its
. wider context, incorporating its formal, non-formel'and:
’ informal aspecté, ~Gramsci makes an importent statementxto;
this effectzwnen stating that "every relationship of
0 . ’ ' . .
hegemony isvneceséarily a pedagogical relationship“9(cited'

- by Torres, 1985 : 4793). It involves a process of

transmission and inculcation of values.

Gramsci belieues tnat, in Western Capitalist'society,_
tne whole complex of institutions, private andipublic,
"legitimize bourgeois dominance by rendering ite valueS(éndv‘

; , 3 )
definitions univer;al because.acceptedias the definitiVe'i -
values of society eeisuch".(ﬁertington;_1977 :7153). :Inﬁ
this tespect Gramsci propounds ; theory of intellectuals
-as experts 1n legitimation , who serue to uediete the
‘ideological and political unity of the existlngbhegemonﬁ.
(Merrington 1977 :.153). These intellectuals atev
considered by Gramsci to be“instrumentel invtne development -
and cementétion ofithe historical oloc vin‘that they tendef.

$\~;ffhe dominant ideology universal and therefore acceptable to
| the allied and subaltern groups (Merrington 1977 : 153).

In so a01ng, tk se intellectuals are indulging in an-

' Qeducational activity, in that they are engaged in moulding

5 ' The ‘intellectuals of ‘a particular social group are
conceived of by Gramsc1 asg an elite : :



Trebe

- X

-

. . R .. S . R . s .
: N o . . .

the: people’s”consciousness. - It is to Gramsci's theory of
the Intellectuals that this chgbter now turns.
. . s - . P - .

2.. The Intellectuals . S ‘A' S

The foreg01ng p01nts regarding Gramsci s view of the

Intellectuals lndlcate that, unllke Karl Mannhelm (1936)

' who affirms hls belief in the p0551blity of a‘"free-

t

‘floatlng or: "socially unattached" lntelligentsia

7‘(‘fréish§ebende 1nte111genz’) Gramsci feels that the

7

i w

Intellectual is very much tled to a partlcular socxal
group: ,
S i

"Every soc1a1 group, comlng lnto existence on the
. original terrain of an essential function in the world .
- of economjc production’ creates together with itself,
organically, one or more 'sttata of intellectuals which
give it homogeneity and an awareness of i'ts ‘own "
function, not only in the economi. But also in the
' soc1al and political fields "
Lo D (Gramset, 1971 : 5)
. T T S - /%
’ b ‘. 2 ‘, 3‘%

I - e 4

.

4. . - . . I . . &

: ‘ : . o %
Gramsci relates the role of the 6§llectuals to a

I‘ B

capacity inherent in every person to think and reason -

*

(Showstack Sassoon 1982 ﬁ 14) as well as to develop a

+ \

/personal view of the world In his ownwwords "All men are

intellectuals one could theréfpre say but not all men

¥ ¢

have in society the function of intellectuals (Gramsci;

:

1971 9); The qualitfes of reasoning, thinking and

developlng -a world view,- regardedvby Gramscl as providing

. e B 3 A1
y . : ¥
! .

'
¥

EIE . . . L
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the basis for ;spontaneity' - are developed by certain
peoplé into a skill, mainly through practice and study

(Showstack Sassoén, 1982 : 14).

a2y,
Npd Ly

I R . . i : :
It is ﬁﬁé'peopﬁe@ipabossession of such a skill who

v PR @ - . . . v
functiion gp'intellectuals. Gramsci digtinguishes between

"two types of intellectuals. On the one hand, there are the

'.Eradiéiona1~profe§sidnal iﬁ:ellectuals, namgly ldterary-
,peoplg{ 1;wyergf‘é;ien:ists, philosophers,_pfiests,
te;chers';nd'sb forth - inteliéctuals whose position
deri?es\fro@ tfadiéional class‘relations. Od the other
.‘ﬁand.‘tbére‘are the'o;ganicdinteiiectugls who constitute
the chinkiﬁg and organizing functionaries of a particular
social class striving ﬁo create a hegemony.' In so far as
ﬁis own country is concerned, Gramsci belgeves that’it is
che-industfial Ndrth ﬁhaf'has érdduced its ewn organic
intellectudls iﬁ thevform of "tdchnicians for industry"
(Ggamsci,.19%1’: 12)..vThe indgstrialiy underdeveloped
‘mezzdgiornio' is believed to havé>pfoduced'stéte
funégionaries and prqfeséional mgq”(Grdmsci, 1971 : 12);,
-the 1apter attesting’td a strong presénde of traditionai
';ﬁtéilecfdals.ih'zﬁ; Region.

o \

It is_Gramsci's contention that a particular social

 group striving to create and consolidate a~historical bloc .

.

- would. seek to ”assimilatg and conquer ‘ideologically’ the



6

‘Jtraditional’intellectuals“ (Gramsci, 1971 : 10). In his

. B s . . - \ N ‘ :
vghﬁ} writings on post-Risorgimento Italy, (framsci asserts .that

»

. the Northeérn industrial bourgeoisie managed to create a

Q&

hisforical bloc through an alliance with the Southernr-

'landowners In the process of doing so, they succeeded in

absorbing the Southern intellectuals and functionaries on
‘f/

whom they exercised a ‘spontaneous attraction’ (Merrington;%

B 1977 153, 154) It appears that the assimilation and

ideologic conquest of the Southern 1ntelligent51a proved

d%ci51ve in the creatibn of this bourgeoxs Piedmontese

hegemony Nairn (1@82) states that Gramsci 1nve1ghed :

against these intellectuals for hav1ng‘ sold out tonthe

. Piedmontese-ltalian state apparatus", betraying "the

Southern masses into a permanent‘internal7colonialism and
made alleItalian'unity possiﬁle only'at the cost of ..
festering internal corruption and chronically ‘uneven
development" (p. 174). The alleged sell-out'.must have
always appeared to be possible for the very simple reason
that the peasant class had failed to produce its own _'i
organic intellectuals and assimilate any stratum of 1its
many traditional intellectuals (Gramsci 1971 6).f
Gramsci (1971) states that "a high proportion of

6 These traditional intellectuals would be committing
‘class suicide’, to adopt the term attributed by Paulo -
Freire to Amilcar Cabral (Freire, 1978). In Latin America,

traditional intellectuals such as Jesuit priests do commit -

36

‘class suicide’ by espousing a. theology of Iiberation, thus -

‘becoming organic to the subaltern ¢lasses, notably that of

~ the campesinos
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traditional ‘intellectuals are of peasant origin" (p. 6).
However, these intellectuals renounced their class of

origin and were drawn to other social groups.

_Cramscibfherefofe believes that the poSsiblity‘éf'
_salv;cion'for thé’peasants res;ed on thg éreation 6f'a.
wofkers; state, oneiwhgfeby theﬂcitieé Qould."be—welded.to
tﬁe countryside” (Gram#éi, 1988 : 87). In hiélvieW{iéhis'
state wduld pléce the peasants in a position, no;‘only‘to.
hold on to,thei; oﬁn ﬁf%ditional intel&eétﬁals, but also to
: cfeéte thei; ownvorganic ones.

Howev;i, it appéarsbthat Gramsci must havé'expected the
industriai préletariat of thg‘Norfh to'make the first
deci§ive“m¢ve’t§watds ﬁhe‘cfeACion of'this wgrkefé' s;éfe.

' The ‘Taylori#ed;vindustrializatioﬁ process, whichvhéd been
.;akiﬁg‘place‘in.the_ﬁqrth, mﬁstbhave'appearedvto Gramsci to
ha&é bééﬁ conducivé_to the-generétidn of a prolétariaq “
consgidﬁsness. Furthermote, it was here that -he had the
first indications ghat ﬁhe working class Qas 5eing

_ mobilized as a politicai forqe;~ The organic 1ntelléctuais
which this pértigular qiass had)to produce were to engage.

in the sort of educational relationship with the masses

thch enabled them not only to percéive the,social

-7  These tf;ditidqal'fiusledtpals would thus become '
- ‘organic’ to che‘very*ﬁgﬁ social class that produced them.

t
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.. ] |
contragictions chéracterizing}their situation bd& also to

understand the plight.of their potential allies in the
country. As Merrington (1977) states: "...the working

|

ciass cPuld'Pot establish itg hegemony ‘Qithout some
;écrifice of its immgdi#ﬁe %nterestf'to the interests_df
ail’its'potential allies in the society; in particular, in’
Italy, it wouldnhave to ally itseif‘with;:hevfufal masses

‘af the South" (p. 160). . . | - ST

-

The ‘'Southern Question’ was considered by’ Gramsci to be

the ‘primordial problem’ of ICalian‘socialism (Merrihgton;

K4

1977 : 160).. As éuch,.one would assu@é that bringing this

question to the attention of the working-class masses in

» P

Northern Italy was one of the primary educational tasks
‘carried out by the intellectuals in their attempt to direct

- the masses towards the creation of a new histdrical bloc: ‘ :
. . \ o . ) .

3

This. ‘bloc’ would be characterized by a truly ‘national-
popular'ialliance based on equality between North and South

- (Showhtac Sassoon, p,'ls).“

%y

ording to Gramsci, part.of this task consisted in e
impfessing upon the manyutdral,wogkers vho entered the
urban factories during the War, the need to "act as a bond

. between thg pownvand~countryside” (Gramsgi, 1977 : 87).

Gramsci states that,sbecaﬁsé‘of "their profound
VA 2

understanding of ,the rural psychology and the confidence



£

!
|

~—

”

F

they inspire", they would prove instrumental in developing

" those institutions which would draw the rural workers

! ; .
towards the new proletarian movement -(Gramsci, 1977 : 87).

. The other important educational task of these organic,

N . r3 r
proletarian intellectuals, acting in the capacity of
* v

. ‘dirigenti’, that is,'activists entrusted with the task of

~—

directing thé/maSSeé, was that of cultivating, ‘tutoring’
the positive aspects of what Gramsci refers to as the
element of 'spontaneity’. He applies this term with

2 . - ' .
reference to the unconscious world view which;,he believed,

was possessed by everyong and was the product of'one's

material existence and ‘practical’ activity. Thisi’

‘particular world view, often referred to by GramScifeex"'

popular philosophy , is believed to be characterlzed by a

pecullar concoctlon of "religion superstltlon folklore
daily empirical experience_and 'science’" (Entwistle,“l979

8 . - : ) N
n33). Gramsci often uses the term ‘common sense’ with

reference to the foregoing. He Believes:that such factors..

as folklore, and superstition, which seem to.distort
S B ) '

reality, prevent 'common sense’ from being converted into
. . . ]

'whatlhe terms ‘good sense';_ The latter is considered by

g

PreStiping to’be'the."poéitive-potential of common sense"

8 The elements of superstition and folklore constituted y
-an important aspect of the way of life that the young

Gramsci was exposed to, one "riddled with witchcrafe,
'spell-dasting and belief in the supernatural™ (a, biographer
cited in Nairn, 1982 : 160).

39
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[§

~(cited in Entwistle, 1979 : 33),-5 state of mind shorn of
its ;;%erstition'and folklore and characterized by a
‘coherent unity’.ﬂfntwistle,'l979 1 33).

-

As suéh, cbnvértiﬁg ' common seqse' into 'good sense’
must have been regarded by.Gramsci as one of the most
important educa;iohal tasks of the organic #réletaria;
intellectuai;. This task entails thé transfogggtion.éf a
fragmenéary view of the world into a coherent one. This
appears to‘be based on the belief thaz spontanéous |
movements can become a positive poli;icalthCCOr'only
th;ough ;he application of ‘cénécious direction’
(M;ffigéton, 1977': 173);‘:Intelléctuéls had a importaﬁc
rqlé to play in'éfféctihg-the desired‘unity'betweé;

. R o ‘.'. . i I
__;égfnfaneity' and ‘'conscious diféctidﬁ','cqnsidered to he

the real’political,actipn of the subaltern classes
B

“(Merrington, 1977 : 173). It is believed that, when left

uneducated and without conscious direction, ‘spontaneity’’

could possibly lead to mindless activism. . !

& .

So far, the possible roles intended by Gramsci to be

fulfilled by the in;éa;éttudis in their capacity as
- [ .
) . .."n . R

‘dirigenti’ have been {déntified. Simce these

ihtelleétuais would be engaged in the education of the

“

49
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workers, :ther, their field'df.activiCy would_be that of

) radical adult'education; In the séctlon following, an

attempt will. therefore be made to prOV1de a coherent

exposftion of what may be regarded s Gramsei's theory of '

adult education, eaking into account the media and
: h o

institutional settings through which the intellectuals’
activities in this field can be carried out.
’ x:0)

3. Adult Edecetion
Gramscissaw'direcé political edueation as being the
dodain of'adult‘education,.a view which would‘have found ‘
sdpport from ehe man who no doubt provided the main-source
of inspirat:eh for Gramsci’s writings and pol}tical‘ |
activities - Kaél Marx. 1In his agsress to the General ’

‘Counc1l of the Internatlonal in 1869 Mark stated that
. those tpuchs that appear to be partisan.and derive from -

‘party prejudices’ should not be conveyed in the. schobls

. Marx: added somethxng to the effect that only adults should

¢ . be allowed to forqrtheir opinlons on these issues."about

R

‘which‘instruction 'should be given in the lecture hall not
.

in the schools" (paraphrased from Entwistle, 1979 : 176).

Lenin_appears to have expressed similar views (Ehtwistle,

1979 : 176).

.
r
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. Furthermore thé emph351s throughout Gramsc1 s theory

'regardlng the - 1ntellectuals is placed on the need to

‘educate’ and dlrect' the mas§es ’The task of ‘mobilizing

the lndustrlal worklng class was an immediate one. It may
s

have{appeared futxle to expect an upheaval to take place in

- that institution of Civil Society that is the School and,
subsequently,:ehait the :hergence.of a.new radically

: : NG <

minded generﬁtion In so doing, one would have been actlng

o 7

fllke the twq tramps who forever awalt Godot’s arrival' So

) 1t was 1na
t

Re potentlally more flex1b1e and ‘independent’
‘U’ . .
mal, adult education that those

sector'of ‘non- P
i
intelleétuals'wh

e

were organic

% working class had to-

r radical, counter-hep

|

Many_are apt to_believe‘that'trade‘Unionism'is likely

carry out the dmonic, educational

ﬁbtivity.

to_pro&ide'pn ideal_sedtor through'whichpa truly’

]

proletarian adu educational process can take place, a

process governed by the philosophy of. praxis (conscious and’
ntransformative practicaloactivity).9 For instance the4
T.U.C. 1n,Engiand'has-been actively involved in the-edﬁltv
.education of oorkers Suffice to ‘mention its strong

connection with such centres of adult education as, for
...... : "*:.'.?---;--' DU G . -,

9 -~ It-is also governed by the much related Marxian ideal
-of ‘a” socialist educatipn characterized by a strong.
relationship between production and consciousness.
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instance, Ruskin College at Oxford. And-it is to England

as well as Gerﬁany that Gramsci appears to have looked for
T e 7 B ' ’ o

' i}ﬁpiratioﬁ%in his attempt to conceive of an effective =~

pfogramme offworkers':educétion (Entwistle, 1979 : 177).

However, trade unionism.(‘sindicalismb') did not appeul
’ ot
to Gramsci. He believed that the T:ade_Union_couldvnot
organize the proletariat. 1In 1919, Gramsci wrote in

-'L’Ordine Nuovo’, the periodical_of socialist culture which

he, together with Tasca, Terracihi7and§Toglidtti, launched

con lst May of the game year (Festé,21976 . 12), that the

: SR o - : o
Trade Union is a form of capitalist society and not-a

‘potential sucgessor to that society. The Italian Unions

with which Gramsci ‘was concerned appeared to have -had ',
, . .

'_‘fgfprmism' askfhei; g@iding priﬁCiple (Clark, 1977 : 66).
InACramséifS'view,‘one'df the problems with reformists is
‘that they Qﬂgiieve in th; p;rpeﬁuify and fundamental
‘peffections]ﬁf the institutions of the democratic state.

In their view, the form of these democratic institutions’

“

can be cor;ected{ touched up here and there, but in

fundamentals must be respected"” (Gfamsci, f377‘f'76); in

v

being reformist, they could not pave .the way®for the

' establisﬁment of a New Order. Gramsci- also felt that tﬁé'

Trade Union promo;ed"hiiitancyf‘which, as already

S S . . :
‘indicated, could only secgure.short term benefits and does

N\
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'proletariat needed according to Gramsc1 was an

.;_'

not imply the ability to provide -a political and economic -
'alternative (Clark, 1977'3 6). It merely acts.in tng

‘interedts of capitalisg[ Gramsci alsc states that it

organizes wcrkers'as wage earners and not as producers, "as
creatures of the capitalist, privates property regime,

selling the commodity ‘labour" (Gramsci, 1977 : 109-13) ..

Gramsci seems to-have believed that, in.order to attain

political consciousness, the worker had to transcend his

corporate interests as a wage earner since these “interests

are determlned by the capltallst wage relat10n What the

;1nst1tution which would help it to take charge ef and exert

, full control over 1ts_practical and 'life’ activity, to

feparticipate fully in the productive process and, in sg
f"doing, pave the way for the establishment of a pew

%proletarian'hegemony.lo ‘The Factory Ccuncil4Mo@5ment,

t

.10 This new"nstltution had, according to Gramsci to

transcend the. industrial and political framework imposed.by

Capitalism and project the image of ‘a.new. partlcipatory
society. As Gramsci says:

"The Socialist State already exists potentially in the
'institutiqli social life- characteristic of the
exploited wor¥ing class. To link these institutions,

co- ordinat!hg and ordering them into a ‘highly. centralized
hierarchy of .competences and powers, while respecting the
necessary autonomy and articulation of each, is to- create
a genuine workers’ democracy here and now - a workers’
democracy in effective and active opposition to the.
bourgeois State, and prepared to replace it here and now
in all its essential functions of administering and .
'controlling the national heritage" (Gramsci 1977 : 66).

a
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1n Turin of whlch Gramsc1 had become an animatorf in the

”V.Autumn of 1919 (Festa 1976 ;;12),\attempted tolaccomplish7

| 'these-tasks ) Although ic appears that some people dld
jv.regard them as constitutlng a iorm of syndicalism these. ;
hcounc1ls fulfilled the role of a politlcally educativev
instltntion" (Merrington 1977 : 158)._v9ramsc1,states that
'the.Faétorleouncils-werevintended_to‘provide'the mebns
whereby.theiproletariat_conld};educate'itseif'tgather'
uexperience and acquire a respon51ble awareness of the‘
',duties 1ncumbent upon classes that hold the power of the'
: state" (c1ted in Merrlngtoni.l977 : 159), an important step
-for the working class An the‘directlon of "exerCLSing
. ieadership before w1nn1ng Goverwment.power' (Gramsci 1971 'p‘f
' 57)} Moreover part of the edutation Jmparted.consisted C‘-
of a process whereby every worker would part1c1pate in: theb
-running of his owri factory -.a process through which the |
worker would exerc1se dlregt democratlc control qver the
production process iAs Merrington (1977) remarks ‘ ;"'vfzgj_
production constituted one -area where "dembcracy was |

>crucia11y denied in a capltallst society (pr 158).

o 'S
o

[
’

In orderhthat‘the workers Can be’in a.pOSitionlto
'r_partake of 1ndustriaL democracy,. hey have to.emerge from a
state of alienation characterized by their being only a.;}':
vpartial operation'.;n the‘productive process.or,_as‘Gramciv;
h"sayg';ﬁcogWheels inuthe‘mechanismiofpcapitalist productiOnf;



';(cited»in Merrington;‘1977 : lSS)f‘JIt'wasjcramsCifs‘view_

_thatfthe workers had‘toehecome “subjects;?’ In thisf i*

respect Gramscx declaresnthat one of the Counc1l s goals‘

. ‘was’ that of making the worker see. himself “as an ';'.d r

1nseparab1e part of the whole labour system which is -
(-

' concentrated in the obJect being manufactured (Gramsci

: % ,
l977 s 110) It was . felt by Gramsc1 that the worker can

regard hlmself as’a. producer only 1f he experiences the

. unity of the industrial process which in toto demands T

T

o) ST ik
.1nvolving the'transmiSSion of economic admlnistr‘

K

i collaboration between manual workers skilled workers
administratiyejemployees engineers and technlcal

’ directOrsﬁv(Gramsci' 1977"»110) Such~':

AY

according ‘to’ Gramsci %e conducive to a greater - R

understanding af the workings of society which would render

<

the worker ‘an actlve part1c1pant in theollfe of the <g

Polis 'ff "' . - DI ‘;i -'i.> - \

'-_";’"At ChlS p01nt the worker has become a producer for he _
‘has acquired an .awareness of his role in the- process of

‘production at all levels, from the: workshop to. the L
~nation- and ‘the world." 4

‘ : I . : o ’ » T - IR
Y e N © . (Gramsci, 1977 : 111)

The 1mpart1ng of knowledge of the entlre production gzr
o x v, .
process was only part of a broader process of education

j<_fdialogical skills The 1ast mentioned point is:uorth somef5

Tcensideration.'2The-Factory Counc1ls represented the‘means

w

46
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';\ R whereby the party could be llnked to the worklng class

» ‘,yl‘. .

_7masses (Merrlngton l977 :v159). The Party was concelved
lof‘as a vanguard’ 1n_LenInfS‘sen3e of}the word,_ Yet-
'Cramsti»inslsted_that'thejrelationship betweenlboth party

. . . _‘——' - . -, . ’/," . . .‘ .

“_1and masses as*well as'betweén masses,and”intellectuals,

«‘ff;fhas o’ be a reclprocal cne. (Merflpgton 1977 : 169)‘. ft is .

;? a relatlonshlp in whlch "every teacher 1s always a pupll
'?;;Jand every pupll a teacher" (Gram;CL 1971 :‘349A 350) a
;notlon,whlch very much antlcipates Paulo Frelre Part of
thxs reciprocal relatlonshlp lS manlfest 1n‘the way the :
Turrnlmoyement had ‘the undenlable merlt' ofvbrlnglng to -
the attentlon of the worklng class vanguard.mattersvof/

ﬂgreat 1mportance;to‘Cheyital}an_proletariat (Merrington,

1977+ 160y, -

_5‘.. -

Counc11 s movement'

dLSCIpline a central theme in

N ',vf/»“- ‘lf-’,-f - i
Gram501 s eduﬂatldhal wrltlngs ‘was conSLdered t4\?e of

-l

paramount 1mpor@3nce It was con51dered by Gramscr to be
: ,/ .

, K

/ lndlspensaggﬁ for the worklng class not only to maintain

good produttaon standards but also to be able to develop
I S

',into ¢ well organlzed pOlltlcal force. Gramscl belleved

Y

SRR AT Lo oo ' o : B ‘

f,could be prdvided through traditional means, namely throught h
' Ll

oercion the market or fear of unemployment (Clark 1977 ;- L6

,‘hggéver, that 1ndustrial ﬁiscipline was_not something that

/ .
6) on. the contrary, Gramsc1 felt that the workers had to .



.

.2?; L

. self dlscipllne

. mll

1920’¢oikefs?

d15c1911ne themselVes (Clark 1377-r-6) lt.can be' ) )
[ . — . N ‘.Q' AR e . . 'I:‘
assumed

therefore that one of the advantages of a process RN T

N ' ’ ! : O S .'*8"
of part1c1patd:y adult educatlon would be that of l»< PR

,’. [ . S . . v

"lnstllllng among the workers the much requlred sense of

i

Aﬁter all Gramsc1 and the Factory
. .,,1(.«,/ v ' .
Council leadershipGmaintained#that only through genuine ;"ﬁ?"ig"w’_ﬂ

workers partic1pat10n and control can contlnued rndustrral

productlon be guaranteed (Clark \1977 i37).5 It was e
3 A . E -

beilrved by.Gramsc1 that tradltlonal m111tancy would deny

: ’ ,f',g‘ .
I . S i . . ke

workers genﬁine control and therefore the possiblllty of
‘ N ’,‘:' Y
dlsc1plln1ng chemselves in’ order\~3 be able co organlze

i e *»l - B e
i

production effectlvely Clark (1977) refers to "Gramsc1 S

lﬂfe long efforts to educate

the worklng class away frém a¢5gf
LI A ; o

ancy (p 6) : It appears from the literature
that hlS efforts in thls regard were not futile

.",

Self d15c1pline and produétiv1ty dld appear to be a:

a2

hallmark of the Turln work!&s led by the Factory Councrls
{ :
As Entw1st1e 01979) p01pts ‘out, Cramsc1 derlved

satisfaction_from_being’able_to remark that

r

throughout the

occupation of the Turln factorles production

levels never fell short of .the normal‘mark despite the '

- . € . \

fact that the workers had been constantly on guard against'

2 possible external attack (p 140) Amendola (1978) even ~f€i.‘

1"’,.
states that the factories were eventually returned to their
owners in a better condition than they had ever been R

’

before.. The Cbuncil Director, Giovanni Parodi isfonrf

'



record.as having told Fiat ouner‘:Giovanni Agnelli,fduring>'

‘ the off1c1a1 handover "Qg return the factory " There isn'tf

a 51ngle nail m1551ng",ll a fact immedlately acknowledged

.by Agnelli hlmself (p 27). It is- obvious that the

o
- inculcation of a strong sense of disc1p11ne formed part of:
the: kind of adult education act1v1ty carried out by the

-

- Turin Factory.Counciis.12

.fhehsurrender of’the,factory-workers virtually spelled

- the enaffor the revolutionary'Council MoVement While the"

"Movement may have served-as a source of 1nsp1rat10n for

- later experiments in the fleld of workers particpatlon
. ¢ .

‘the lesson which must have emerged from the Turln

experience as least for those intendlng to establish a new

' hegemqny;'is'that,no_matter how interesting,and

' reVolutionary a counter-hegemonic activity may appear to

‘be; it cannot succeed in 1solation The"Turinvexperience'

was ot shared elsewhere throughout the peninsula The'
Socialist Party never took part in the act1v1ty which was |

undermined by the trade union movement itself: (Amendola

1978':'28). It’ought to. be reiterated, at this stage, that

11 -Myvtranslation._ The'original reads: "Vi_restituiamd_
la'fabbrica non manca un chiodo" (Amendola 1978 : 17)

12  For: a{further discussion regarding Gramsci s bellef 1n-'”

‘the educational merits of "discipline’, see pages 65, 67,
68 and 69 of this Chapter Some of these chapters also
include brief discu551ons on the theme of self;disc1pine'

g9
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5 . ,
Gramsc1rm<inta1ns that a ‘war of p051t10n has to be waged
IR .-

. . L4
ebn all fronts It,must involve a large part-of the

'5uperstﬁﬂ’ture Thls new strategy for the Party was‘
concelved and. formulated in prlson where Gramsc1 was . left -

to;reflect on the_demise of the Factory Council Movement .

_IIt appears‘ though that Gramsc1 had always feltvtne

‘ need to explore ‘the. potential for counter hegemony lnherent

yin other sectors of the ideologlcal superstructure

_Culture "hlgh’ and popular prov1ded one suchllmporant ow
v.seetor. Gramsc1 attached 1mportance to culture.ln thev

' education'oﬁ the Vorking classf“rlt‘yas Tasca, one of
Gramséi'shmostlinfluential-soclalistofriends, who'had

emphasized-the'importance of"culture 'for the worklngv

class in a speech dellvered at the Soc1allst Youth Congress_ -

2

ad‘i.-éblrogna in 1912 (Clark, 1977 :.49). Gramsci shared

bl

RapdS
151milar views and, wrltlng in ‘Il Grido del Popolo
‘ malntalned that‘"Socialism is organlzation and_not’only
political and economic organization, but also especially,
organizatlonvof knowledge'and of lel obtained through ;
cultural activity" (cited in Clark, 1977 & 53). In
Gramsc1 s yiew,.therefore, radical‘adult.education‘had to
”consist:of workersﬁ'preparation not only‘ln the‘fields of
hlPolitlcs'fnd'economics.hut’also culture ‘One ofuthe
.vrecurring themes i&\his journalistic writings is the need o

'for the development of a new kind of culture one which -

v



S . - .u‘ & 5. 4 K o
would break with the angh%;c forms of academlc Itallan
RO L AR :

.

~culture -'iﬁ sﬁort a culture w1th which the proletarlat

. 3

,5would 1dent1fy itself.
. - , . . ‘Y..‘:‘
: As,indicated in'this chapter- one of the
.charactenistics of the klnd of educatlon lmparted to the

 workers via the Turln(Factory Councils was its close

relationshlpvw1th the‘world of production. It is pefﬁ/ps ;

7fot_this reason;-more than anything else, that Gramsci.was
inltlally attracted to Futurlsm the artietic monement' . ;_- .
.‘whlch had stampe& 1ts mark ¢n the Itallangéultural
"flrmament at the time_of,GramScifs journalistic writings»

It must ‘have appeared to hlm to- be the most’ appeallng form

of art, albeit not proletarlan ‘at a.time when the worklng

class_was not yet capable of fashlonlng 1ts own . - A

~

organlcally revolutlonary art" (Forgacs, ,N0well Smlth

»
'

1985 £'19').‘., SRR RERERAEIN .
el

This artlstic movement stressed the relationshlp

between 1ndustry and man\\//pheme whlch runs parallel to o
e

_ that,ofledugationland production. In this movement,
artisticvnodernism was equatedfwith industrialism.

“Moreover the Futurist Moveﬁbnt may have appealed to

Gramsc1 because it threatened to put an end to' ‘fln de -

siécle bourgeqis cultural residues"(Forgacs, Nowell Smlth
1985). As a matter of fact Gramsci writes that thev

B
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hav1ng grasped sharply and clearly that our age, the‘age

52).

‘ Movementfs.cultural,reviews were.read by members of -the

working class He praises the. Movement s members for

.
)

. f [ -

of big industry,'of_the large'proletarian cit andgoif

intense and tumultuous life, 'ivas ;in'need oféﬁ forrns of

‘art, philosophy, behav10ur and languagc (Gramsci,l1985
"

i

ap

/

/

This lnltlal enthu51asm for Futurism (the Futurist
’ \(' .

ideologue Filippo Marine% had* once been invi‘ted by the

Turln Factory Counc11,.to e plain the Movement s 1deals to

workers) eventually turned sour on: Gramsc1 Gramsci

5 -

vacknowledged in a letter to Trotsky that several prominent

 members of. the Movement identified themselves with the

Fascist cause: "The most prominent representatives of
. [ . . - g

.rpre-war Futurism have becomeTfascistsa.." (Gramsci, 1985‘;”

» However,‘Gramsci’s search for a kind of culture,
relevant to the proletariat ‘and characterized by a strong
his journalistic writings regarding the nature of a

possible proletarian culture (a proletkult) 'He;sought to

.1dentify what sort of culture would serve as a source'of

“ education and emancipation for the proletariat At one

stage Gramsci advocates the creation of a cultural

v relationship with production led him to pefe questions in




. Al
o .3 )
f:fnd‘llgﬁtsﬁ.

o ERF T T e

- ) [} b . S . By o \ o S
,ti.-(aSSo‘:iati#ifog the fpr&etatiat.’ : Hé_:ﬁtes that such an
T O T vl " R ’ : . .

It‘mu§

‘1985 E 21)”
0 ey

- satisfy the need to integrate polltlcal‘and econgmic'
activity with'an'orgaﬁ-biﬁculturallactivity.'7As a result,
. N [ . . . e 6‘.\"«. .

'Qchefpfoletarianhmeyemeﬁt will'gain‘in cemuaetneée and
.‘>1n‘ enetgy .folr.i:dntluesc».g (G;amse.i§ 1985 : 22). Gram_sc"vivv mus t
ﬁave felt thet.euch aﬁ*assoeiatipn woulduhave eenetitutedb
an'imuorteht soutce of'informai adult education vHe
' believed that it would have fllled a huge gap in Italian
‘soc1ety which, in hlS view, lacked "the Splrlt of
dlslnterested solldarity, love of free dlscu551on the
'desire to discovet the ttuth with unlquely human‘means,v
which teeson and intel1igeuce:provide" (uraueci;;l985
23)_. o | |
The eueetion.which remeius;'though{?ie‘y;ether thie
| ptoletatian'culture wes to euerge as an eutifely new fermﬁ
0f”culture'ot whether it waebto draw on that.whichrgiréady“.
‘formed'part‘of the fuud of civilization. The follow1ng
citation from Gramsci should provide an lndicae;qn as to
what his answer to the questlon ;ould have been:
: ' "Proletarian culture is not. semethlng that hee sprung‘
/.0 ... up from nowhere, .... Proletarian culture must be -the
result of the natural development of the stores of

knowledge which mankind has accumulated under tHe yoke
of capitaligt saciety, landlord society and

bureaucratic society'" (cited in Entwistle, 1979 : 44)

3

53



Given this view, Gramscl s extensive writings on both

‘hlgh' and popular culture become relevant in_the context -

) [
» o L —

: of an ongoing ques: for:che.developmentidf a‘pfoletarian'

‘culture. 'These writings mainly consist of reviews.
' L Hese w : » - ..

o

ptblished'in the socialist newspabef, ‘Avanti!’. Among' the ..

"ﬁritings on so;called ‘high culture’, one diScovers
1n51ghtful reviews of works by Ibsen Chekhov and most
?notably, Luigl Plrandello Ihe_fact that they were aimed

at-a worklng class-audlence'attqus“to a belief on -~
X ! )
. . g

,Gramsci's pa;gggn the_Validity-of so-called ‘high-dﬁlture’i_'sl

.fof the nfolétariat.to educate itself and deVelop a

lsupefiof wofld‘vien These writings. coupled w1th his
?advocacy of a traditional classical educatlon of which he
was a produc;, lead_one.to believe that, foriGramsci}Lchere

must have appeared‘to-be no such thing as a ‘bourgeois'

‘culture but rather, a ‘high’ culture that’haS[been made_the

bourgeoisie’s prerogative. 1If one were to relate this to

Gramsci’s theory of,hegemony, then one'may‘Sayithac -
) PR Lo ‘l

intellectuals who, 1like Gramsci,vhave‘a background in
classical scudies.and are'ofganic'to the proletariat, can

helo.ﬁ:est this culture from the bourgeoisie’svgrasp;

It would be prepOsterous for one to assert that the .

work of a Shakespeare or a Dostoyevsky, revealing such

‘tremendous insights into the human condition cannot_be of

."h .

relevance to. members of the subaltern classes Certainly,

. '*b

. 54



vsuch»universal themes as exploitation suffering, reality

and 111u510n betrayal and the struggles against adver51ty’1

a
are among those developed in and conveyed through the.

world’'s greatest literature. Such themes are surely of.-

‘relevance to the plight of the proletariat.l3:

v -~

o

- There may exist, however, an important: rgason why

éramsci_sees'great potential for‘the working clasSQin'
‘high’ culture He may have believed that,, 11ke the
"philosopher’s‘philosophy"; ‘high’ culture.can_proVide‘the
;mole;ariac with'a superior'conception ofireality;h As a
matter of fact,fGramsciiwrites in terms of the;“highest f
sense of a conception that is 1mplic1tly man%ﬁest inv
Cart..." (Cited in Entwistle 19791 32). Fofﬁ% of ‘hlgh'

. S

»culture may serve to provide a conception of the world

which is critical and coherent L1kew1se popular culture

- may have appeared interesting’to"Gramsci'ﬁor the'simplei'fl”

. . L
 reason that, like ‘popular.philosdphy’, it.contains an

admixture of potentially positive qualities and others

.which distort reality and continue to provide the

proletariat with a fragmentary world view The question to

emerge therefore is: to'what.extent can popular culture be

T

distilled of its distorting elements and together with the

,potentially more posigive aspects of ‘high’ culture, fl
b ‘ x fj“ o . .:E;_ Lo %

............... .,-‘ S : "3,

13 One must acknew}@dge however, that there exist themes
" (eg. the conoept of “Degree’ in Shakespeare) which may
. appear as reactionary to the modern mind.

ST



‘ Jacknowledge that it nay not be easily acce551ble to the

13

{ provide the basis for a new,:proletarian culture?v The -

N L . N NAL

- O

-interblay betweenvthe-‘artistic' and the ‘popularﬁ_appeers_lf'

to have been of maJor concern* to Gramsc1 as may be

e

‘indicated»by the‘interest hevexpreSSes in one particular

T

“form,.of popular fictlon‘? the seriel novel} réramsci'seems .

P

,greatly concerned abogt its deterioratlon as a- literary

‘novels, a form of fhlghf culture, prec;sely becduse they .

draw on the serial

. v )
between ‘artistic’

Smith, 1985 : 12).

o,

. _aw&; : < 3 o
members of the »dﬁkfng class These may lack the cultural

baggageﬁiQMihh; he

pgg;dggtive of. the
language. Gramsci

""has’ its particular

:."3"2).

So do thoughts

conception'of life.

" form. And yet "he devotes attention to Dbstoyevsky 5

{

fiction, thus revealingcthe‘interplay ,
and ‘popular"fulture-(Forgecs; Nowell -

’

. The foregoing may serve to indicate ‘that, for Gramsci,‘

-V,‘\highffculture like popular culture may contain

'.elements that ‘may contrlbute to. thd development of a new =

SR

feels renders such culture the

Bourgeoisie. ~The same‘applies to.

belleves that "every current of thought

language and vocabulary (Gremsci, 1985_

pertaining'to a coherent proletarian

» The proleteriat_would, in Gremsci's



"o

57

view need‘to acquire‘the right cultural baggage in orderf
to be able&io follow and partiaﬂgate in debates hlnging on
concepts of the utmost 1mportance w1th1n the fr}mework of a

roletari;n world view. Gramsci felt that "a concept'which

. 1is dlfficult in itself cannot be made easy when it is n_[l.
expressed w1thout beconing vulgarized And pfetending that
| thi' vulgarlzatlon is st111 the same’ concept is to act. like
trivialidenagognes,'tricksterS‘in»logic and propagandafgl |

(Gramsci, 19853f 32). It must have been felt'that such‘%}";A E!

“‘vulgarization’' would have rendered the proletarian..

S

,conception of life-an 1mpover15hedb

one.'ZWith~respect to
S

'ramsci felt that the articles blishedﬁin'such

allst-papersvas his own ‘Il Grido devaopolo’ should
-always be above;the average level so that

orkers would be
, v

- ‘provided:with a "stimulus to intelleCtual rogress" -

;i??. qu(Cramsqi,-1985 :'33).v Part of the kind of informal adult
A 1 7y e

5

edncation prov1ded by the sociallst newspapers con51sted of

PR RT3
'7. e the pubifbéftfn of - intellectually stimulating articles and
: N

debates on issues affecting working class life Indeed

the revieWw‘Ordine Nuovo was founded with the intentlon of

K
t 5“ T

‘serving as a,source-of adult education an organ of

‘proletarian cuf&unewzqsupplementing the Socialist daily
;‘Avanti" in. the wo%@kof cultural penetration (Clark
: 1977 5@)* Iﬁ the presenﬂ*writer s view the socialist

'newspapers efforts in, thls respect can only be'Justified




if,complemented by a'network of related adult'education

agenc1es 1ntended to. furnlsh workers wlth the rlght

' cultural baggage Perhapsjﬁhad'the Factory”Councils been

58

allowed a longer existence and; therefore, thehopportunity,f»

to flourish, they wouldAhave§catered to'such~needs;fv

It appears from his writings that Gramsci pins his

hopes for the proletariat s acqulsition of this cultural

i

that an exposxtlon of Gramsc1 S views regardlng the school.
. !

Y

would seem out of place in aadlscussxon _on adult r
: b»- .

educatxon. Nevertheless it can be shown that hlS ldeas on
‘the school have lmpglcatlons and therefore relevance for a-
: theory of radical adult education An expSsitlon of these

'ﬂldeas Wlll be prov1ded in this sectlon Epllowing which an

attempt w1ll be made to draw oht the melications whlch

‘they have for a coherent theory of adult educatloﬂ

'vdeveloped on Gramsc1an 11ne§

~

(S

Adu t du atio

-

Contrary to the p051tion taken by the exponents of the

‘ new sociology of education (eg. M. F D Young, G.M. Esland~

. baggagé’ on a restructured' §common schoolf' “One may argue'

4., 'Gramsci s Theorv of the School and rts Impchations for



3

i -
» L v;
e

,‘.»\ N . [} ) ’

N. Keddie),v4 Gramsci sees’ much of what constltutes the}g
tradltldnal school currlculum as the vehltle for. the :
: creatlon of .a new proletaxlan hegemony, prov1ded that

4

.cess tovlt;

- members of the worklng class are not denleh
N
Gramsci’adopted this position in reaction tp the

proposed reforms.of'GiovannivGentile; the,‘philos ter of .

* fascism’ and Minister of Public Instruction in' the-
_,MuSSoliniuregime.' Gentile-clearly espoused ﬁany‘of the P
1deas proposed bt)the Progre551v1sts However Gramsci

felt that ‘ gh ‘stch. reforms,vthe worklng class would be

denied-access_to the kind of ‘dis;nterested” humanlstlc
! . . M ‘ . L Vo v

sociology of education ‘advocated by a group of soc1ologist§
in a book edited by Michael ¥.-D. Young and entitled,

' ‘Knowledge and Control. ~ The proposed new dlsc1p11ne was
. intended by ‘these soc1ologlsts to repldce the traditional”

sociology. of education which they<regarded as being
positivist in orientatlon and located w1th1n .the structural
.- functionalist . paradlgm (Entw1stle 1979 180) : Uslng an
~interpretative paradlgm deriving from Marx1sm and
Phenomenology, and attaching importance to the Currlcular
implications of the Sociology of Knowledge, these . -
sociologists "do not take for granted: existing deflnltlons
of .educational’reality" (Young, 1971 : 2) and consider

"'‘what counts as educational knowledge'’ 'as,problematlc'"
(Young, 1971 : 3) and socially determined. They argue,
therefore, that the knowledge of one group is as valid as
that of the. other and that all subcultures'are adequate '
ways of life (Entwistle, 1979 : 181). One should strive
itowardéﬁequality in education by attaching equal esteem to
all existing ways. of life (Entwistle, 1979 : 181) and tke
knowledge that ensues from them. The problem of equality
“in education is considered to be not only" one of access but
also oné of content » -



fundamental powers to think and the ablllty to flndoﬁhe s; T

~ Iox

~way in life" (Gramsu 1971 L 26). gHe quite: despised the‘v-';.‘v: Eal |
» proposed 1dea of a neat d1n1s1onbinto classxcal and A o
%ﬁ r:g. vocatlonal schools, a‘somewhat earlterlverslon of the L l" ;_:‘ . {%
,Engllsh ‘%Tammar"and. secondary modern 'school' the 1atter |

Q

" providing what, in reality, amdunts to.a second class

-

' educatlon Gramsc1 must have felt that the vocatlonal

.’1. A . . B . Coe

schools were llkely to lmpart a 51mllar standard of ' , P -
veducatlon and that, as a_result;it Q%ltural baggage
requlred for the. establlshment of a hegemony was to remain ' i‘.'z SRR

the prerogatlve of the doﬁinant classes (Gramsci 1971

. . B v

26) . As;a result of‘this_segregatibn, the working classl

WOdld have”remained,inva ‘sdbaltern’ poSition} the'destiny

‘s 5 Ce

, and future act1v1ty of its offsprlng “determined in St
3advance"'(Gramsc1 1971 :'27). Gramsc1 felt that this ~~.'»;¢~¥‘:

erely "to perpetuate social dlfferences but to

~ P R v ®

served no

Q.. -
S v

. -

- Sobthe»problem; as Gramsci saw it, was nat whollyfone

of " content but on”the'contrary}4onev0f structure - of o T

Lo - accessibillty As such, Gramsci conceives of what he ealisi..

3

. the ‘common school’, "with dormitdriesp refectogies,

L]



specialized libraries, rooms d&
e : g > TR

etc." (Gramsci, 1971 30). Gramsci is;obviously_aware'

" that middlejclassbchildren benefit fromvthe_féct.that

schdol‘instruction is complemented by further instruction

invthe:home, as.well as hy further'external stimulae which

" are the product of a good'socio-economic status. Itis.

-

, generallv,assuned~thaﬁ’childrenifrom the‘working claSS

~ would lack such SCimulae.~ The difference between the two

s

. . R o . . .0
categories of students would, -in part, be made by,thatﬁ

which'Pierre Bourdieu terms,‘Cultural Capital " It ‘must

an

61

" have been Gramsc1 s belief that a re51dent1al school would .

‘bsomehow help.mitigate the effects‘of what has often'been

'4termed cultural deprivation oThlS term is often refuted

3

by exponents of the ‘hew sociology of education on the

»

grounds that tbe culture of working class children is as

’valid as»any and that_ghat-these childreniare deprived of

'Is none other-than the culture of the dominam® class which

o reproduces itself through the school system.

& e

" For Gramsoi; this did not appear to be the case. As

o

_indicated'earlier'in this chapter, Gramsci believed that

1

the culture of working;class children is valid only in

part It does contain‘ elements of superstition and

‘folklore' which are. the product of a traditionaﬁlsoc1a1

' environment and which prevent what,he calls ‘common sense’

from developing into ‘good sense’, a fragmentary =

Y

.:q:?
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t
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%

!nto a loglcally coherent one GramSCi.'

‘e.

weltanschauung

sees the school as serv1ng to combat superstitions and '

f‘folklore Therefore, one-of-the reasons why he,conceives’

of the cdmmon school as a resxdentlal place is prec1sely

to shleld chlldren from the traditional sociel environment
—cthat produces such dlstorting:elementsf

“‘

B Furthermore the kind of ‘difinterested' humanistic

curriculum which Gramscl proposes ‘as an.al‘ernative is not L

B S u. - o

seen as the culture bf the dominant class which is
oo .

reproduced through ‘the schools and theréfore tenbered into.

» IR .,;«,. R R L
culé&ral capital On the contrary, it 19 a currlculum .
PR St o
that benefits all classes inclzdiﬁg the subaltern one
. : RIS D .
’ . V& SRR

'For ins&ance, an aspegt‘of‘;his education would be learning '

an '(jq_. * ; . "

_the standard'language cbnside;ed by Gram=c1 to be superlor

Q

to diaX%ct not becguse it is;used by the domihant group,

rbut because ltkhefps unlﬁe people belonging to” the same

c‘ass but hafiing from differént regions
Jf - ..._'xQ-:“V:}' s

. R . . R e
L0 e ‘i _c R '\ L .
. “

Moreover GrAmsc1 cohs&ders the Kpowledge contained in‘

his proposed curriculummas being related to the kind of
R philosophers' philosophy , that "higher conception of

lifen (GramsciS1971 332), into which popular .
philosophy has ‘to be converted so that the working class'

"can develop a coherent world view.. In Gramsci’s view “such

_knowledge is the systematic world view of specialized
T

. .
1".{ . ' A
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~scholars, the authority.of whom derives not from social but

1nte11ectual cr1ter1a (Entw1stle 1979 : 36):,

_"Who is-to"flx ‘the ‘rights of knowledge and the limits
" of the pursuit .of knowledge? . It seems Jflecessary to
.~ leayve the task of searching after new truths and

*5,Mbetter more coherent, clearer formulations of the

ith§ themselves to the free initiative of 1nd1v1dual
ielists even though ‘they may continually questlon
'~,ery princrples that seem most essent1a1 "

(Gramsci, 1971 37)
The sort of knowledge which flnds 1ts plaCﬁ@sp »
'Gramsc1 s currlculum seems to be that whlch has stood the
test of time and has become part of ‘the cultural herltage
of civllf&atlon It was Gramsci s bellef -that if the’

proletariat is to reach-a position where 1t can elaborate

and developﬁexisting knowledge thus adding a new stage to

civilizati‘

‘« . LR

uhen it must have full cognizance of the

sl

accumnlaqgh; und cof thlS c1V1llzatlon up to the present

.Hperiod.“~Knpwladge of thlS accumulated fund should in
Gramsci’s v1ew, be'provlded'throughfschoollng whlch .

constitutes the preparatory;stage in one’s life.: R

puplls learnt Greek and Latin for no immediate practical
reasons butAfto know at first hand the civilization of -
Greece and Rome - a‘civilization that was a necessary -

-‘pre~condition'of our modern civilization: in other words,

: Refifring to the traditional. school, Gramsci says that

»



e - _: . : o )
S : : RO L " o .
- - they learnt them to be themselves and know themselves ‘

consciouslyﬁ“(cramsci, 1971 @ 37)...s .. SR : : ': L ey :

'-Apart from providing an'awareneSs of thelaccumulated
fund of c1v1lization the studying of Latin and Greek‘gid
o 'according to Gramsci, offer chlldren other benefits It

'must have prov1ded the key leading to that particular form

4

of;culture (the Arts) which offered them great potential

»

for 'the development of a superior conception of life.

Furthermorer\learning a dead language'like Latin provided
llchildren from the subaltern classes with other benefits . ¥

"fUnllke livﬂng languages, Latln involved mechanistic

learning as a result of which "logical artistic

@ .
<3

psychological experience was gained unawares, w1thoutva

continual self-consc1ou5ness"‘(Gramsc1{‘l97l 1 39).
Through learning such a'‘moribund’ language, children would
‘be initiated into a'proceSS'involving recognitibn and use

b " :
»of the formal rules qf logic," a very important component of

the sort of ‘cultural baggagé' which would enable a I R
h particular social _group to establish its hegemony

y Furthermore bg}nging a dead corpse to life the metaphor=

N

-vGramsc1 employs to describe the learning of, Latin servesh;
N "'t‘ R SN

| the purpose of inculcating certain habits of diligence
precision poise (even physical poise) and the ability to
concentrate or spe&ific subjects (Gramsci 1971 :'37);

Gramsci had the following-to say in'this respect:“;¢would a

L
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ischolar at the age of forty be able “to- 51t for 51xteen f:"
4 ‘.”L",v

hours on end at his)work table 1f he iaﬁ not~ as a~ch11@ ‘;f:: -

compuls&m ly,,through mechanical coercion“ achﬁre&"the ,;."€1;
'A wE

Q‘A'v

‘b

~in what may be regarded as ‘an almosc Jesuitical education"

. Q -
4 4
R

S [

- helps inculcate dlSCiplinary habits which would eventually
stand people from thg; wo*klng class 1n good s%ad when the *.

.7 t

time is ripe for them to organize themselves 1ntd an

PRSINGS .
® oy

k gﬁiefficient politlcal force It ought to be reiterated th%"

discipline was a feature of the Turin Factory Coundil
Movement. Furthermore di501p11ne may have been regarded

" by Gramsci aS‘Qf essence'for anyoneewho like him de51red
to transéend his environment:
. . . - R NN
T Y e o .
r . . \‘0 . M ..-'“ N ¥
L oy ' . ; . . R
One of the basie‘tenets of Gramsci’s view of learning,. -

. as expressed above, ”is‘that schooling ought to be-regarded"

‘as work and this may be further indicated by, the .fact that B N

“the habits listed are all’ strongly associated with .
Productivifyfls. In‘his ‘treatise ‘On Education'“ Gramsci _‘.f

underlines that "the idea and the fact of work (of

15 These habits must have - been regarded by Gramsci-as’ = .. L
essential prerequisites for the proletariat to su essfully
' face the challenges posed by a technology revolutionized by
‘Tag orisation’.. . In fact, Gramsci writes in terms of .
inte llectual work being ‘Taylorised' (Gramsci 1971. 29).1 .
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theoretical and practical act1v1ty) was the educational

- pr1nc1ple 1atent in the primary school"'(GramSCi 1971

-

’

.34).
. -
‘ o

Embodied in this statement 1s the nolion of action and-

Jreflection of education-and production - a recurring theme

, 1n Gramsci 5 educational writings A strong Marxist theme

y‘es at the heart of an apparently traditional curriculum

and"disinterested' humanistic education

This con51deration 1mmed1ate1y leads one to begin to

' discuss the implications of Gramsci s writings on the

te s

RE T

v'; Gramsci pervade the entire educational system The

school for a theory of radical adult education developed on
the lines he advocated Gramsci appears to be positlng
that in a po%t revolutionary)situation the link’ betweenn
the Gchool and the sources of.proletarian adult‘education'-
. Loy

(eg the Factory Councils) should rest prec1se1y on the

education production nexus The fact that this concept

;«=lies,‘albe1c covertly, at'the heart‘of‘cramsciié writings'

Q .

qrﬁ” on the ‘Common School’, confirms that Gramoci 1A'ended it

to be of central importaﬂce to a programme of proletarian .
- Y <

o
3

: . s :
adult educapion This"relationship should according to

implication of this for adult education appears to be that
although such educative agencies as the Factory Couricils

have to keep forging this relationship, the chances of

PR

e6

#
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;

‘gthelr activ1ties would” form part of an all- embrac1ng

‘“process of L1felo~g Educatlon and Work 1ncorporat1ng the

J -

'school period; One of the Factory Counc1ls educatlve-.

tasks was that of instllllng a sense of dlscrpline 1n order
‘ (

‘to render the worker capable of‘organlzing producﬁion " The
:flmplication of Gramsc1 s writings on the ‘Sommon School’

/ :.'u_‘
'seems to be that the Council's task would be faCilitated if

» \)

. the Lnd1v1dual 1s to be instllled wlth hablts of dlllgence

1
,(.

' aﬁd self discipllne when young

; .
Gramsc1 s. empha51s on the relatlonshlp between
' f;‘-” P
‘productlon and educatlon cannot but help bring ‘to mind that

O
=

‘aspect of Capltallst)education whlch was decrled by Bowles
and Gintls (1976) on the grounds that 1t was 1ntended to
prepare children from the worklng class for subserv1ent
roles in thevproductiOnvprocess In this kind of

edUcation emphasis ls also placed on such aspkcts as
dlscipline,jdiligence,apunctuality etc The main

difference_though.is that, for Gramsci, these aspects forn‘
' partfof’afprbcess of schooling nhich'iS‘both;culturalIy

Areﬁriching'end allows room for ‘creativity"during the final
yearS»(Gramsciladvocates that the Common School should

incorporate-two phases, the ‘Active'Phase’ and the

-
v

’ : Y N
'thelr belng successful in @hls)regard would be greater if &

\‘Creative' one). s Otherwise ‘his proposed school would not

have been any different from the vocational schools which
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ihiscipline,‘diligence andpso forth with a view to

rendering individuals fronnthe WQrking'class.capable of

organizing the production:process rather than being a mere

partial operation in it. During the adult edueation stage

these qualities were to be developed further in a process

.of participative education.

The implication to be drawn from Gramsci’s writings on

the ‘Creative School', is thatpparticipative education is

' something to,whicﬁ}an individual“bas to be exposed when

yoong. The 'Creative School’ must'therefore.provide the
foundation for'an ongoing process'of‘participative |
education. Gramsci calls this period of schooling the .
"decisive phase" which was meant to. "create the fundamental
values of ‘humanism the 1ntellectualvself-discipline and
the moral independence which are. necessary for subsequent
speCLalization.” (Gramsc1 1971 32) And by'subsequent

specialization ‘he is referring not only ‘to university

studies but also to work "of an immediately'practical~'

e
¢

productive characterw (Gramsci, l97l_f 32).' This, it ooght
to be stressed, is tné phase of schooling which immediately

precedes the work period.' One assumes;‘therefore, thatain

-

: Gramsci’s view, adult education on the work place would

follow on the lines of the creative school, where

4
¥

68



‘self-discipline’ rather than coereioh becqﬁie the order of

the day. After all, iffsourses of worker-ed#fcation are to-

" engender greater participation, then they s d operate ‘as.

a‘“creativef_scheoll Only thus could workers ecome

e i . ‘ : :
‘subjects’ rather than 'objects’ and, in so doing, obtain

the fuil'benefits»of-a parcicipetery industrial democraey.\

L)

It ‘would be worth reiterating at this stage that it. is
" not only through economlc organlzatlon that Gramsci

1ntended the worklng class to develop as an effective
@] . .
‘polltlcal force but also through cultural preparatlon

—

Gramsci’s bellef in the validity of the liberal arts for

the education of the worklng class has been stressed time

and again ln thlS Chapter. ,Thls»belref is further
confir@edx;n.his<wrltlngs‘on'the.‘Commen.School.f'_Great;
.importance is ettached to the hhmanities'ih his‘propoeed :’
curriculﬁm. Gramsc1.must have felt, therefore ‘that

efforts in preparing the worklng class culturally would

PR

prove more fruitful were a humanities education to be made

accessible to children from all strata of society.

One feels that in order to partake fully of the
. . > | B
cultural experiences provided by theif own institutidhs,
workers require a broad ‘cultural baggage' which cannot be

obtainedfsolely during adulthood. And it is probably for

_ this reason that‘Gramfci felt that the probléh.regardingfa

. ‘ ' 2
« ‘ . . ‘:1

69
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:writings on the School.

humanities education is not so much one of contlent as one -

of accessibiiity.' This is Qhat;dne may infer from his

\

3

Gramsci must have felt that, in gaining ‘access to this

,

‘cultur31 baggage',}the working class-would manage to

obtain, ﬁmdﬁg other things: (a) knowledge of where one
b’ : 3 .
S L o
stands in the proce§S-of development_bf'civiliiation
(Gramsci, 1971 : 37), (b) knowledge of the formal rules of |

logic (Gramsci, 1971 : 42) and (c) knowledge of that kind

'of philosophy’ (Gramséi, 1971 : 42) which, Gramsci

belieﬁed, could hélpiﬁbnvert one’'s fragmentary worldAvieQ:

into a coherent one. -Gramsci intended his ‘Common School’

tb;impart such skills. -

.5
‘Perhaps, one of the,impiicatiqnﬁ-which this has for a °
theory of radical adult education is that the relevant

institutions or circles should give priority, in their

programmes, to the teéching of §déh-skills. One would

assume, for. instance, that History would constitute a very i

important éfea of study iﬁ'an7adult‘education'prbgfamme'

"develpped on Gramscian lines. Gramsci certainly regarded

it as one subject that enables people to "behthemselves and
know ;ﬁemselveS'conscipusly" (Gramseci, 1971 : 37). Gramsci

is on record as having written in this regard:

70
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"1f it is true that univetsal history is & chain made
up of the efforts man has exerted to free himself from
prlvxlege udice and 1&olatry, then it is hard to -
understand |why( the proletarlat which seeks to. add
~another link tp that chain, should not. know how and why
and by whom it/ was preceded, or what advantage it might
derive from tHis knowledge.” - - = ST

(cited in Encwistle;.1979 41y,

Ty

;‘Tﬁe'importance whi he attacheo to'Historjlfurther
confitms . 7 .
is of’great pelevance to the worklng cl?ss In his
wr}t;ngsron the School, Gramsci states that paft,of-the
eonca;ionibroyided should consist of teaching thet¥orma1"

‘fuies of logic. He criticized theiproposed.‘new’;
eurriculum, one of Gentile'’s ‘progressi;isti ieforms,
because it presupposes "that formal 1og1c is somethlng yop

already possess when you think, bub does not explaln,how it
-1

is to be acquxred so that in practice -it {s assumed to be'
binnate." (Cramsci, 1971 42)l Given the importance that
he attaches to the teaching of this skii&. it would not be
wrong to.assome phat_he copsidered it importantvin a
prooess ofvadult‘education This would appear to ‘be vepy
much in keeping with his belief that the worker. should ba. . |
fully equipped with the skills that¢wou1d enable himﬂto. #
organize production efficiently One such skill-would be .

that of being able to articulate experlences or processes

logically and coherently;

71

'at, for Gramsci, a huminltles education .

-



. writings counes

As has been shown .in the discussion on.the M

Intellectuals, the need to develop coherence-ﬁasvconsidered
oL ' . .. : o
by Gramsci to be essential fér~€he working'class to-develop

"intd a‘stfdng political~force. This 1s perhaps the main

9

reason why Gramsoi places great empha51s on the teaching of
"descriptlve, definitional phllosophy" (Gramsc§§4197l §°41),

in the school curriculum. If one relates this to his

ning the stﬁdy of the ‘'Philosopher’s e
| say that it has implications for a
: v o e

uft'eaucationvdeveloped on Gramscian

q'be useful at thls stage to relterate that

Gramsei- conSLdered the ‘Phllosopher s Philosophy' (ie.
‘ .

knowledge whose authority de?iVes not from social but

intellectual criteria) as capable of ridding fpppulaf

philosophy’ (a peculiar mixture of ?folklore',{ﬁéily

N

i . . Lo . : a ’
- empirical experience and 'science’) of its potentially

distorting elements, "indeed every residue of traditional -
. . N : * » ) .

conceptions of the world" (CramsciL 1971 34),itb-ehab1e

. . . ' . L] .
it to develop into a coherent world view. One assumes,

Jtherefore, that Gramsci considered_itvpart_and parcel of

the Verkers' cultpral preparation that>they be'ekposed to
r. . .

such subjects as '"a descriptive philosophy , subjects which

would enable them to develop
"a more modern outlook based essentially on an.
dwareness of a simple and fundamental fact that there
exist objective, intractable natural laws to which man
must adApt himselg if he is to master.them in his
turn. (Gramsci "1971. : 34).

.
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L normallfv"reveal longin s, frustrations disbeliefs, hopes,

,“.v) .

. the vocahulary@which éhe investigatorS'record' :This'choice.‘
_of generative words‘ should accoiding to- Fre ¢e, be .

'governed by such criteria as phonemic richne ; ﬁetic-i}'

‘ideas (et times, unsy atic) of the people will be taken 7_7

- - ideas.

5 (a) Pho'etic difficulty - .the words selected should

S
)
N R B
’\

L and an impetus to parti.ipate 1(Freire 1971 49) " He also

o goes on to say that at this stage,. the educators would ;f”{ }Z/;ai
"noﬁmally be str&ck by the.beautyfof,the people‘s speech.?f: ' -
' ' P S : AR
-”* .

In the seqond phaQE, the educators would aelect those 3

° . -

themes that would generate critical debate end language ~»

> Py y %
m

develOpmeht. “Generative words’ ]ere~therefpre chosen fro

-

e

T'difficulty and pragmatic tone. 5_ Not all themesihave-td:be. o

4 The basic tenet here is that the celtural aspects and

from them and given b “to them. This tenet imnmediately

. recalls Mao's statement:  "In all practical work of our k;/)‘

Partyp, all correct leadership is necessarily ‘from the
masses, to the masses’'" (cited in Corrigan et al, 1979

J28).: In th sane statement Mao goes on to say thdt one .

should t&ke the "scattered " ‘and "unsystematic" ideas of
the masses and, through "study", render them both '

i'"concentrated" and "systematic" until they are embraced by;cv" a

the masses "as their own". The masses are, ij turn, to

' itranslate them into action and, in so doing, est their

,i'validity This.is conceived ‘of by Mao as an ongoing.
. process through which the ideas are, each time, rendered :

- richer, more correct and more vital (cited in Corrigan et
‘al, 1979 : 2&) ‘ '

~

BT

S It will ' shown, however that, in Freire 'y cage. the
people thems lves will systematize ‘and revitalize these

according to| Freire, correspond to the phonetic o

3'=difficulties'of the language, - "placed in a sequence moVing"
" gradually frpm words of less to those of greater ’ '
iffdifficulty' g

sire, 1973: 51). .
(b). Pr tic tone - this implies a wider use of a
vord in'a. given social, cultural and political context

W



':’,: ‘,.ia:ls L o '1 IIJI:PL~3s'_:', . 7,;3' f"m *h' et
B R .. 88

B derived from the localgg; in question In fact, Freirei\\f\\\\é’

: states that the investigators can inclnde relevant themes

-y

not suggested-by the people (Youngman, 1987 &157) Freire ;d
' considers as indispens:ble the theme of the anthropological
:~concept of culture . He believes that this would help

people perceive "the difference between nature and human

AX

B culture and thus realize their role in creating society
(Youngman, 1986 157) ‘f_'ar L 4‘ B
a N NS
v Arguably the most challenging task occurs in the Third
' Phase " This 'is where the ‘Codificaté.—ens take place | &y
include visual representations of typical existential |
situations experienced by the members of the Circle Each
) representation is made to appear as a’ coded situation .

problems containing elements to be decoded by the groups

\\\with the collaboration of the, coordinator" (Freire 1973 _

51). 1t 1is belitved by Freire that by virtue of these, _.;)/////
codifications, the Circl: members would gain greater ' |
critical awareness while learning to read and write

In Phase /g:t‘;r agencfas are created to serve as
guidelines for those who wquld act as facilieators in the
learning process Invthe fifth andlfinalvphase,
~audio-visual mater}al is preparedf -This includes the
creation'of‘cards 11lustrating the phonemic families

~ corresponding to the ‘generative words.
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- o The preparations over the actual activity can' .,

-

.»commence The Circle members are presented with their own.

K

' thematics in a codified form As such ~their: reality is :

'objectified by virtue of‘the codifications The Circle"
. e : N
members are thus allowed to detach themselves from their

,.f

"social surroundings to be able to reflect u; This

e L ))
is in keeping with Freire s own - theory of knowledge which

‘i::::::)begins with the idea that people differ from animals 'fv'%'

precisely because they ‘are "able to detach tmnselves from v

N\

their natursl and social environment ref&ect upon it and,
themselves, and then act to changy.it" (Youngmen 1386 ’
171) fhe processes of codifidation and decodification are.
thus related to the notion of “knowledge through praxis
When discussing the thematics, the Circle members would be
in a-position to gain ne® levels of awareness of their ownb

C *situatipn They would be ‘decdding their ‘objectified'

...

reality The focus of their‘reflection is their world of

L4

N action and ‘it is expected that following a number of
. . 2 .

similar sessions, they would  be in a position to.acntribute

towards its transformation o :-.”¢

)
x,

Underlying the whole process of ‘knowledge through
»
praxis' is the important Marxian tenet that consciousness
derives from the individual s materiel existenqh As -

b3

lesrner s‘existential'situation As such cultural

indicated above, the subject matter i from the




of his cultﬂmal surroundings ‘While denouncing the .

} EDA he advocates the creation of meaningful texts_o ‘f%«/ '
" ‘the learners,

. enableuthem.not'onlyito'“Speak.fhg_word" but.ﬁspeakﬂthe

e eweseeeee- LR R

' reality They are full of inane- phrases as "The wing "is of :T; -i:ff'

o .ot I ) Tl ] f «ote 1) «'.
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Jlienation should in tneory at’ least not constitute a. -.:‘ R .
R § 3 f; I o g
;feature.of the ‘Paulo Freire Method' S -
In this respect Freire gOes sq)far ‘as to stress that ;‘ ,4&3;5i

g 'the learner s reading materialfshould itself be the product {,.;” ﬁ%ﬁ:g

[N

,traditional primers as being £ultura11y alien and as

' fpromoting the "ideology of accommodation" (Freire, 1985 o :j1‘ R

‘6.
{;recorded conversationsmztexts which woyld

PRERN

e

Cworldr. SRR :
, o , P o .
R R . N\
, o R ;.‘ S . |
iven the strong relationship between knowledge and the
. i 'y

learner 8 existential situation in Freire s method one

mes& assume that the learner has a repository to - draw on‘ y fgl.éjfjv
What lies in this repository is nothing other than his owm ’:.i-i;ﬂvis*
life experience » As such he is encouraged to draw on’ this S .W
:.experience in order to arrive at new knowledge new };)“ “ﬁ\+% ;,
awareness By drawing on this experience he. is able to \" o fﬁu}m'
&

relate to the codified material The facilitator enables

’,
-

him to do ‘this’ not: by“depositing knowledge but by -

6" Freire s detestation of existing primers arises from 5
the fact® that they bear no relation to the peasant’s

the bird" or "Did Ada given her finger to Urubu?" etc.. vHe<'

goes on to state that primers are "illustrated with cute

little houses, heart warming,,and well decorated, with
smiling couples, fair of face..;.;'<( eire, 1985 : 9). *

W
A .



e

A _engaging the 1earner's‘critica1 faCulties Rather‘fﬂgn.‘-

[EECTRPER S : . R AP
Y . . .
L4

«n"’

'-;dispensing‘knowlegge, the facilitator tries tdﬂplicit

'fres onses that would lead the learner on to solving-the.;

pedagogy- applied is not ‘that of "the answer' but on the _l

:contrary, that of "the question' One. may state that this'

e

'_.pedagogy is counter hegemonic in the sense that it stands

‘r

in direct contrast to the prescriptive model of education

‘> ‘ g

-

"j'which as has already been indicated suits the hegemonic

o codified reality is slowly but‘surely unveiled. The .

’the educator.

interests of the ruling class. According to the

-
4

'i prescriptive or ‘banking modet”g,education, the learner

_ has -no problem to solve The ‘solution' is prescribed by

. , &
~In Freire S. Circles the'learner is helped by his

s o,

-‘fellow learners\in his task of sdlving a problem situation

related to his own experience As a matter of fact the

-

fFreire ‘Method" entails a group approach to leerning, one

whereby the criticel faculties of a11 the Circle members

"are engeged 7- Through a cross»fertilization of ideas the'

- ‘{“ A k

T
L .
‘-".»4. oo

---------------

.7 = One wonders vhether Freire is here subscribing to .
" Mannheim’s view that thought is * group thought"-in that ‘e

-i'originatea in group ‘action. Mannheim asserts: .l

knowledge is from the very‘beginning a cooperative effort -

hv.of group’ 1ife, in which everyone unfolds his ‘knowledge -

within the £remework of a common fate, a. common ectivity'

"and the overconing of .common’ difficultiee' (cited in Coser,

1977 429)

| Pro lem situation : In this problem-solvins education the L

¢



facilitator himselﬁ engages in this sharing_of ideas ‘sqf; -

——

the kind of education that Freire is propOSing is a _i fi-z'

dialogical one. Open, uninterrupted and free dialogue is

v . -,

~to become the source of vdlid knowledge - an idea. one ‘ ;.:’_5

g
”-associates with Jurgen Habermas (Abercrombie et a1,.198a)

vl

i“_rI-‘reir:e’s advocscy of a dialogical approach appears to be

based on the conviction ‘that every31earner has a lot to

, entire learning?process This is why the educgtive processﬂ

is conceived of by Freire as a two ‘way relationship, almost _

l on Socratic lines 1 ' _“f' _ i_‘.'f_;iﬁ\<d

'Through dialogue, the teacbef ‘of the. students and the '

‘students- of the teacher cease to exist and a new term
. emerges: - teacher-student with student-teachers. The .
_teacher is no longer the one who teaches,.but one who

is himselfntaught in dialogue with the students, who in: -

vturn while beipg taught also teach” (Freire, 1 79; 67)

1

Elsewhere Freire elaborates on. this aspect of the Lo
o S 4
‘educator- educatee relationship _He”stiies that, singel;

« v N .
'"conScientizing.education - for liberation" is not an "act

iof transferring knowledge"” but "an act of knowing", it is ’
important that: R ' ) ‘ oy

"educators and learrers all become learners ass
‘the same attitude as cognitive subjects discovering
knowledge through one another and through the objec"
"they try to know. It is not a situation where one

. knows and the others do not; it is rather the'search,
by ell,qat the same time to discover something by the
act of knowing which cannot exhaust all the
possibilities in the relation between object and
subject " (Freire, 1976 115)

-offer in that his own experience provides the basis for the_?‘

.
-
-
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states that the dialogicai process of educauion ripresents t“

”t “tﬁe sealing together of the teacher and th;\étudents in SR

."Freire

1987 100)

. . ~ ;
Eﬁ' - RS R

e the educatees - a point confirmed by Freire in the séme,\ }

conversation (Shor Freire, 1987 100) ' ,; knﬁ””‘ oy ;

- . - ) “ . V.\\'\}: '\:""A -
B TR ’ 3 B
4@“?5??“ <§o the edncator is, in Freire s view a 1earner. This " :
i is not to say, however that he is at par with the BRI A
v T - . .\

L N

v . educatee. ‘As Freire underlines,‘"At the moment the teacher I
{y i ’ o s
3 begins the dialogue he or she knows a greet deal, first ina
- terms of’ knowledge and second in terms of the horizon ’
o PR R

e he or

s SR

teacher knows about‘the object and where thebteachet hﬁ; s’ ;, ; ,d?f
‘to go. with it' (Shor Freire. 1987 103) The inferenc . N

>

:'at one may draw from this is that despite being a f,f A‘f

‘ier, the educator leads and controls. He knows where

R
. ’\‘

» . . o, ) : . . ’ ) . N " . s



\'{The pédagbgi”involved is, thus,“directive'v’in'the sense

i . . ot
that it is\direeted towards a particular goal And Freire

leaves us in no doubt that this goal is a. political one:

It is part and parcel_of the,vpolitical projecf's yhidh the.

'educAtor has;in'ﬁind' S

' "Dialogue does  not exist in a- political vacuum. It is
_not‘a ‘free space’ where you may do what you Want.
Dialogue takes place inside some program and content.
These . conditioning factors create tension in_achieving
‘goals that we set for dialogic educagtion. To achieve
-the goals of transformation, dialofue, implies -
responsibility, directiveness, detfrmination,
discipline, objectives" (Shor Freire, 1987 : 102).

N ' : Q .
' The teachet therefore exerts his control in order to

create- a healthy dialogue Freire speaks of a permanent

: ki
,—tension between authority and liberty (Shor Freire 1987:-

102) This‘Ieads to self-discipline, as a result of which
one learns not to "to misuse his or her participation in
" 'the development of the common exercise":(Shor,'Freire,

11987: 102).
N

-
.

According to.Shor,'misuse of'the-dialogicalﬁprocess '
leads'ta a "false democracy"' For the:ultimate goal of

Freire s method of a dialogical education is a
\h‘

participatory-democracy Non formal education of the kind

f

‘that Freire advocates'is intended to render adults active‘

caceedeana ceda - o ' 3 g
8 Freire considers Education to be a politicﬁlnact In
. his view, there'is no such thing as a neutral edﬂcation
"Educators must ask themselves for whom and on. whose behalf
. they are working (Freire 1985 180) Q?

ewl



:participants in the democratic process throughout all .
L stages of their life This is the obvious goal of af

‘11berating educational process intended to counter th

—-— = _ &
which serves to consolidate what Freire regards as the -

[

‘
_9»

. existing order of’ ‘thl gs, one characterized by prescription_v

: F ] S T
and authoritarianism at all levels - a hegemony which

immerses the majority of people in the_‘Culture of -

Silence

e
<

In adopting a democratic dialogical approach the

 Circle. serves as a microcosm for‘the kind of society this'
: &

counter-hegemonic educational activity is intended to lead ,-.;

© to. It should thns.be-a model'for’a new social order. nef

may also state that through Freire s Method knowledge

- itself is democratized and does not remain the prerogative o

- ;$m°f juq? a few individuals Furthermo&e the kind of

.f¢1rect1y relates to the king>ﬂf life experienced by the‘ﬁﬁg

majgrity of the people (i e. the subaltern classes) and

serves their interests

 The foregoing 1is all part and parcel of what Freire

" calls ‘Cultural Action for Freedomf< It is the kind of-;~

_ccounter hegemqnic activity which is intended to precede and

rpave the way for the revolution The question to ‘be asked
"at.this stage is:' to what extent can this process of

K

.vt;$§i;;¥fn.

’ knowledge disseminated is An itself ‘democratic in that-itlif




‘education truly serve as a means of liberation?% Can this
' v form of adult»education engendér*social?and political

change? Naturally, in countries governed by repre551ve

o authoritarian‘regimes, such as Guatemala El Salvador and
‘ — . 5
-Chile, counter hegemonic activity wouldvbe considered

anathema In such countries, the repreSSive state

o, S

apparatus would be called into operation to trample it

underfoot' Freire himself knows this only too well _ His

B

L activities in the fie~o\of literacy in Northern Bra211 were

v

4 brought to an abrupt end in 1964 when the military staged a

.y
coup to overthrow the populist"administration of Joao

'Goulart, Freire was imprisoned and later ?inv1ted" to
‘leave Brazilland 1ive inlexile ‘.Indeed in.many'parts Sf"
strife torn El Salvador teaching-is considered to be a
subversive activity, punishable by death 'Qne.may
therefore.argue that there_areslimits'to the effectiveness
of Freire’s methods as an instrument of political‘change;

4
However, certain accounts of'the Nicaraguan experience

prior to 1979 (Arnove 1986: 7-9) may,serve to rebutt such
| ; . . . B R
critioism‘v It has been tressed that Freire exerted-a

considerable1influence'on the sort of radical ‘ o

= .
counter hegemonic pedagogical activities carried out in

Nicaragua in the late sixties and early seventies (Arnove
1986 8) It appears from the literature that these
' activities conT ributed in some measure to the_eventual

overthrow of the\Somdza Dictatorship. In‘this case,

S



L

1

“61). Im the-same passage Freire*refers to feminist

movements, peace movements end other such mOVements as‘

'f;f%“fw;:j:‘h L

¢ »
: I N NS i
howevér Freirean pedagogy was\not carzied out’ in isolation

e ' "
but in relation to a. strong social movem‘pt which sought‘tq

draw together three strands : "Sandinois popular national

i

revolt Marxist class analysis and Christian Liberation B

Theology" (Arnove, 19\ ’9)

S Maedy e
) . .. N 4 3 - ..
’ A D . - . . .
v T [ . e I e - o s R .

- -
-ta
[

st The infereqce that one may draw from the Nicaraguan

v"':

L example is that Adult Education, or simply education on

-

its own does not lead to social transformation Tt can-

¢

$.

'some social ‘and- political movement capable of effecting a;

?
rupture in the social'and political-structures;

P e T,

.
“ ! N

Freire warns us th should not ”expect" from

education what it cannot“do‘ namely "transform society by
itself" (Shor Freire ;987 37) "It is for this reason

that Freire advocates &hat teachers should "expose

= Y

} themselves to the greater dynamism, the greater mobility

A L-d . \
you find inside social movements Ll (Shor Freire 1987

39). Freire insists that Aa radical and critical e.ﬂ"
PR R
has to focus on what is taking place today in various

social movements dnd labor unions”: (Macedo, Freife, 1937

» il . N

-

. generating in their practices "atﬁzgagogy of resistance

N pro¥e effective in this regard only when it is related to.,."

R 4

R



o

_out within the context of a social m

) pedagogy easily lends itself to this sort ‘of movement

. o
P v &
A P 5

(Macedo Freire '1987'~6) ‘ He makes thi{ same . 901nt in a -

passage from his published conversation with Ira Shor
"But there is another place for the existence and the
- devetopméht of liberating education whidh is precisely

¢ in the intimacy of social movements. For exampile, tbe'

women’s liberation movement, the housewives’, Hlovement .

against the cost of living, all these grassroots
movements  wi have emerged into a very strong

political‘tas éby»the end of this century. 1In the ‘j

- intimacy of  these: movements we have aspedts of - ‘
liberating education,_sometimes we don t percerve LA
(Shor Freire, 1987: 88)

L \

A »

There is therefore enough etidence in Freire’s work,

N
language to support the vi w that he4regarded ‘Cultuifl ‘

.

A
ffective when-carriéd-

Action for Freedom " as bein more

\

)

In Latin America there exists a strong social movement

one which is governed by Christian\ggd Marx1st principles J

.

and which embraces a Theology . of Liberation Frelre s -
.2 '

« Y
4 {
Freire's- early educational phlloSophy and ‘the kind of’“q;?

Catholic thinking inspired by Vatican Council II and which ;{

\

- is‘reflected through the 1968 Bocument on'Education

produced by the Latin American bishops in Medellin,; R

Columbia (Torres 1982) R o,

L.

vement or movements". L

98

. g
e

s

i 4
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Mucﬁ’has been written\on_thg)close relationship betwe n ;E./T'

v



‘According to this kind .of'.»Cavtholic thinking',A -the.Church
- /7\ ', was to promote a proc‘ess of teflection ebout faifh as ‘a

ot 11berating prax:.s" (La Belle 1987 7) SAccordipg ,to‘t_h:;.s .
_ view R IR el e -
T R R B :
T "in this worh:l of oppressors and oppressed the '
AT ].reconciling mission of the church is to stand with*our -
" - .Lord on .the side of the Oppressed and to travel with’
him in this hard,” long and narrow road’ legding to '
','libez‘ation (Hertung, Ohligeiﬂ, 1972 21).7 y

.J<

This passage cléearlyQ reveals thh strong _r:lhgdonship

« . o e’ i ' . -

between Freire s ideas and Liberatih%’rheology Some of ‘ <
o v ) e .

’ the lines could easily h%ve been ‘lifted' fﬁom Frei \
<.

R writings It is this relation,ship, more than_g;nything e

else which has led the Churchp to espouse many oﬁ/Fr re s”

>

oo - i 4‘} )

v“{

pedagogical principf’s

N .
stuits from the University of CentrdL America (U C. A )

3

‘used Freire s, pedagogy when engaging in fﬁ %@d of
o .5
consciousness raising activities that preceded the Somoza L
. overthrow in Nica Arnove 1986 Camo . l’orres ,
) wggna ( >y o
. 1987) Many of - these Jesuits,\no doubt belohged to the :

‘Liberation’ wing of the Church Neverth\less their B

,—\"‘e g I

involvegnt must have served to render ‘Cultural Action for . o

Freedom less of an outlawed’ ’activity in that it appeered .
to. be carried out under the Church‘ umhre_ll-.a’ - 'I_t” .

. '9 These lines have been reproduced by Hh.rtung end Ohliger
(1972) from the article, ‘Symposium: Religious Education

BN in Latin America’ published in Re]."igious Education, Vdi
e LXVI Nov, -Dec 1971 No 6. T



appears therefore,Athat in,‘latholic’ Latin America, the
1

2

Church can exert a protective influence over pedagogacal =2

. 3 - /'\
activities carried out under the banner of ‘Cultural‘Action

e

. for Freedom ' Oqe may.. regard this is an advantage to be '

-

.reaped by radical adult educators working wr;hin the

, context of a strong social movement ‘CulturalJAction for

;Freedom may therefore prove effective under such

crrcumstancesL: ,’ _ L . o

9 : ..' . A, R Lo —/I"

2

e Nevertheless lt may Stlll be argued that irrespective

zof whether ic does or does not take place within a soc1al
: » P
:_movement,.cultural‘action-does,notzdirectlx lead to.

political actiqnvdestined to'bring about political ehange;
& s

In. the case of Guinea Bissau and. Nicaragua military action -
. -
on the part of the guerrilfa movement brought ‘about the .
desired change. °Such 4 nsiderations should~not obscure the

possibility, however,:that non-formal education of'the.ki’q
f’advoc'ted by Freire could serve as a form of cultural

preparation for‘aqnew social order,

: N

Y1t may take a guerrilla movement acting in the
-

people s interest to fight for and eventually briq‘ about

the desired political'change. However, it has often_been

€

| felt that the'people need torbe-prepared,beforehand in . r,-'
ordervto be able to accept and partake fully,of the -

cultural change which would be expected to take place‘



.fIQ}H{

. following'theﬂcountry's political.transformation. Freire's

iproposed process of. ‘Cultural Action for Freedom may prove ,

. effective in this regard S B : _;,' SRS =
' «\\—\ S v ) s . . I . ’ . oY .
. /'.V\/\V - - ° .

)

iy Needless to say, there would be ample room for thig S
kind of education to take place inga post revolutionary o

o iLntext As a matter of fact there are many who wouldh

-+ :
gue. that Freire s pedagogy works best: in this kind of

°

o ‘situation where the political climate would be a congenial
. _ -
- one. Fre?re states that when applied in a post-

revolutionary or post independence cqntexf his pedagogy

.becomes a‘form of ‘Cultural Revolution'’ . As,Torres (1982)

remarks: v

-~

' - "in contrast (i.e. to cultural action), the cultaral -
N— . revolution occurs in complete harmonmy with the < o
revolutionary regime in spite of the fact that the.
cultural revolutién should not be subordinate to the
_revolutionary power" (p. 88) :

. ) i' R : L,

iOnce the desired political change takes place (egs |
Guinea Bissau Sao Tome, Principe Nicaragua),»therefore o 4
' Freire s method of cpnscientization through literacy can
become a vehicle for the ggnggligggign of a ngz political
and social order

R4 .1‘ 8 S o -

- It is possible that Freire 8 method would be applied by

. o+
the revolutionary group in relation to a literacy!cruaade,

- N . .



*
of the kind carried out. in Cuba, Niparagua and Tanzania.
' The ability to read and write would be deemed essentlal by

the _new governing group for the vast maJority of the

'q?pulation to be able)to partake'of the revolutionary T
experience' Freirefs method-of non-formal educationrwould

appear ‘to cater to: such needs And it is most likely that

102

t

.’such governments would pin their hopes for- the achievement_.

‘ _v-of widespread 1iteracy .on non- formal rather than formal

' education For .as had been stated in Tanzania's first

’
L3 -.

Eive7Year‘Development Plan’

educated for- development to begin"s(Un51cker 11986 .
231). : :

.“} ],

Furthermore economic constraints may prevent

'impoverished countries like Tanzania ‘for instance from o

'providing adequate schooling'facilities.' Non-fbrmal4
education would; therefore ‘appear to+be a cheaper

alternative. A war situation such as that occurring in

. \
I

Nicaragua (the Contra War) would render schools. dangerous

places to- be in and non- formal education would therefore

a

allow for greater flexibility in the use of premises

A

Freira has been'linked with practically‘all of the

D)
fpost independence or post revolutionary experiences

- referred to above, although his‘involveméht with the

"the nation cannot wait until the children have become



S0
Tanzanian Literacy:Campaign has been described as . ﬁ
peripheral" (Torres l9§2; 87)' 'Cne of‘the reasons.uhy“
\'these countries appear willing to adopt the ‘Freire Method'
. N
’is that! in S‘e process of conscientization-through- fui;
) literacy,,emphasis is supposedly placed on participhtion.
=and the ability to perceive social contradictions | Host of ‘
the countries in question sought ‘to create a "new society
characterized by popular participation For instance
Nyerere s theory of ‘Ujamaa Vijijni'-was intended to have
ipopular participationwas‘its core The Sandinistas in
pdSt;'79iNicaraéua-sought.to generate via the mass
'organizations popular involvement in both urban and rurall
areas (Arnove 1986) | | |
It is also relevant to remark that independence or the
revolution by itself does Tot change popular attitudes and,"
misconceptions : Years of domination characterized by
.‘prescription';’naturally<Ieave their imprint on the mindsii
. of~the oppressed. ‘As: such ) of ‘the major tasks facing a‘-h“

. A .
- post’revolutionary or post coipnial government is to

eradicate what may be _egarded\hs the most. important legacy-

N harbour ‘ascolonial mentality' va this respecti‘Freire v



_ ,?we made our liberation and we drove.outvthe -
. colonizers. Now we need to decolonize our minds"
(F:eire 1985 187) L : . .
T~

«

Freire ‘goes on to’ state that unless the mind is _/

4 decolonized the people s thinklng would be in conflicf
N

the struggle for freedom. As such, counter-hegemonic\n
activities carried out with a view to-decoloni;ing'the
bminds shouldvserpe as a meansfwhereby-previouply suppressed

-

‘native cultures can emerge. -Freire’'s methods should be

dimed at the re-establishment;oﬁ such a native culture,'fdr'

'bonlyjthus can the knowledge or consciousness involved be

trulyﬂrelated'tO“the leérnerfs material'existence. »Thlsl_

immediately leads one\lﬁto;a;g}SCussion on the role of .

' _language Freire points out that not all that pertains to

the colonial experience is irrelevant He refers to

.knowledge of the colonizer s language (e.g. Portuguese) as

' capable of proving beneficiel in a post colonlal

:situation. This statement makes sense particularly in
: <

'relation to situations where the. language of the colonizer

-~

is of internatio§a1 importance (e.g. the English language)'
‘and, thus; knowledge ofvthis 1anguage would enable the

‘new’ decolonized nation to pay its’ way in the

¢

'with the new context which would be evolving as a result of‘ .

,,international market It becomes an economic asset. —

'

Furthermsfe it may have to serve as ‘'lingua franca in'
. .countries where different native languages are used by

e . S o

v



-~
v

: regards it as a social product vhich is as old as ‘?ff.

. - but because ortuguese was used as the only vehicle of

-

different tribes However if praxis is to serve as the

cornerstone for the establishment of the. new ‘hegemony -

~ then empha51s ought to be placed on’ the native culture, a

-/

‘very important feature of which would be “the native v
. language _ As Freire (1985) maintains when referring to

F‘Guinea Bissau s revolutionary leader Amilcar ‘Cabral,

"Language is one, of culture s most immediate authentic and

concrete expressions" (p 184) : It would be opportune to

a,recall here, that according to Marx ."1anguage ig

practical consciousness"b(cited in Tucker 1978 F 58). He"S )

consciousness itself
Freire therefore stresses the importance of the v
learning material being expressed in the native language

Reflecting on the literacy experiences in Guinea Bissau

Freire insists that "the 80- called fa lure of his work in.\

, .

i this. African fountry "was not due to the ‘Fveire Method' ",

inscruction" throughout the campaign (Freire. Haced€ 1987

: llh). This jmust have made him even more convinced that the'v\

ional or a more congeniel language (eg Creole)




1106.;

'v"These countries need to creolize in phases, starting
--with the first years of primary school through the high
-“school, so that people-everywhere would feel free to
express themselves in their native language w1thout
- fear and without perceiving any elitist: restriction.
.- Indeed: they will come to terms with themselves to the‘..
- degree that they speak their own language not the
-colonizer s language" (Freire 1985 :. 183).

.

In a pOstFEolonial‘situation;'the native languagev’
becomes a hallmark of the new order. It'constitutes,one'off_

) .the-distinctive;features Qf the, newly‘acquired mational - | |

identity It also furnishes the country s people w1th a

‘niew structure of thinklng >

“Language is not. only an instrument of. communication,
but also a structure of thinking for the national
being" (Freire 1985: 4) ' .

AR o e _ . o
It isﬁffor‘ this ve"ry reason that Freire shu’dders’at the
3
B &y

prospect<bf hisg children having to study the history of
Brazil in, say, English R ‘ \; : ’ .it
"You can see what a violation of the structure of’
thinkihg this would be: a foreign subject (such as .
English). imposed upon the learner for studying another
subject" CFreire 1985 : 184)

Freire makes this. statement with reference to.the fact
that Cape Verdeans adopt Portuguese as the official
language for technical scientific and political thinking

'(Freire; 1985).’ Many other former colonies adopt the -

~ language of thé Colonizer for'such purposes. Perhaps

Freire may have been worried by the poséibility that



X

~emphasis on ,rch a language would render it a form of

‘Cultural Capital'_ to adopt Pierre Bourdieu s term. As a

“o107

result it would be regarded as gne of the vehicles whereby 1}

the educational system would reproduce the kind of class

differences associated with.the previous~order Freire»
makes statements to this effect with reference to

' post independence education in Guinea Bissau He writes:d

"In my’ letter ‘to Mario Cabral 1o I said that the
exclusive use of Portuguese in education would result
in a strange experience characterized.by Portuguese as’
.a_superstructure that would trigger an exacerbation of
‘class divisions," and this in a society that was
vsupposed to be re- creating itself by breaking down
X social classes“ (Freire Macedo 1987 ::110, 111)

,In the same letter Freire touches on the issue of cultural
RS <

: reproduction in Guinea_Bissau. He states that1 because.’

Portuguese is:used'as the‘"mediating.fosse" in‘the .

'education of youngsters and because students are- selected ;

for further education.on the basis df their knowledge of

the’ colonizer s language -"only the-children'of the'elite

would be able to advance educationally, thus reproducing an

elite do:i?ﬁnt class (Freire Macedo 1987: 1115

Py

One may feel’ inclined to think that an educational

‘-'process characterized by excessive use of a foreign

-

.language would stand in stark contrast to the ohe. advocated

by Freire namely an. educational process closely connected

10 Mario Cabral was Guinea Bissau 8 Minister of Education
when Freire wrote this letter o \

7



 with the,material needs and surroundings of the learner. -

in short,oeducaéion through praiis.

labou;.and}education. In this respect,‘Freire advo

" the aVoidance_of full time students and the combi€§;

i

L I 8m g : -

In the context of a Cultural Revolution a process of i

' knowledge acquisition through praxis would according to,‘- 2

- Freire, entail a strong relationship between education and

production This is one~of the notable*developmentS'of hisa

' theory as propounded in his 1978 publication Pedagogy

Wﬁuﬂe&ﬂw (Youngman, 1986

relations.of produ‘mion While re- emphasizing that the

organization of the’ programmatic content of education is

/ )

'“an eminently political act"'(Freire, 1978: 102),_Freire'

writes eitensively in Letter 11 °nhth§ unmistakablyéparxian

N

‘tenetjthat there should be no dichotomy between productive -

ates

n of
) .

'~ study time with working hours "in intimate relationship

with peasants” (Tor:es, 1982: 88). According to Freire

.(1983),‘educatiOnal.institutions‘should not be

;'“distinguished; essentially, from the:factory or from the-

productive activity ingthelagricultural field"h(p.A10§)~~ a

notion very reminiscent of_Julius‘K. Nyerere (cf.

‘Education for SelfAReliance')-and Mao Tse-Tung. One
<

assumes ‘that the same applies to the Adult Education ‘

Circles of the type which Freire helped set up in Guinea

.-108_

158). Here Freire is g;%d@ly concerned with the social :;@ﬁ -
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'Bissau - circles, the activities of which stood in harmony

' with the PAIGC, the;Country*s'revointi?nary,regine} L.

Freire is very explicit on the relationship between

education and’ productive labour

"In this sense, the new man.and the new woman: toward
which this society aspires cannot be created except by -

"‘participation in productive labour' that serves the = _- -

..109_

' - common good. It is this labor that is the source of - . .

. knowledge about this new creation, through which it
unfolds and to which it refers" (Freire 1978 105).

8 -
R

As such Freire states that in such a situation the

unit themes to be applied in’ the course of his programme of

\non-formal-education shou1d~be.derived from these-people s
world of action or, more precisely the»area of their v

productive labour. He provides examples of themes'
FRY '

centering around the word rice , namely production of.

y -rice geography of rice history of rice health and rice_
: i
R . . : N A .
(Freire, 1978 117) - SRS e
| | e SRR P

AR

One may -assume that a process of égg;t'education gy

11" .The goal of the’ 4 ‘-formal education which _
Freire proposes in Ped B pgs is unnistakably,a

socialist one. The kind Vocialist hegenony ‘which the
PAIGC sought to establﬁ: iﬁuinea Bissau was intended to

vty

, counter to that of Co 3hﬁ=lisn which charactorized this jaf-r’
5 1mpoverished nation for five hundred years * ’

\
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Herrefers tO'Cabral's affirmation ithat the'middlchlass:
pintellectual needed the courage to. commit class‘suicide d‘
vbefore being reborn as a revolutionary worker able to
’icontribute to the struggl for liberation" (Freire 1983;--'l

'116). This is, of course, what Cabral himself had done

He .was ore of the few intellectuals-inva'country which

: during its colonial years, had an extremely elitist system ‘

of education. Suffice to mention oneﬁttatistic »during
! i

ﬂfive hundred years of colonial rule Guinea Bissau produced L

':lonly fourteen university graduates (Freire 19789 While

acknowledging the importance of: middle class intellectuals

committing class suicide Freire (19?8) is convinced that

Y

at the end of the day, "it is easier to create a new type #oo
of intellectual - forged in- the unity between practice and -
‘theory, manual and intellectual work - than to reeducate anif.

elitist intellectual“ (p 104) -And one may add that

\

because of its infinitely greater accessi ility, non formal .

0 2

education characterized'by praxis is more likely than the'ifg,f
university to produce such an intellectual | Such
intellectuals who would be organic" in the éiamscian

.‘sense of the word, to. what is a predominantly peasant j"
o

vclass would be expected by Freire to- further this cultural'

revolution and in so doing, consolidate the new order I

: Rggggggy_jn*zzggggg therefore provides an example of

‘hFreire '¢ Method being applied in the context of a situation.

where a radical political change has taken place and

Ve



,in the indusFrialized centres of Brazil and Mexico

L. . . . N
.

A e L I ;!ﬁg'

. provides an" indication as to how Freire s methods may be o

MR
\

'applied to suit the specific needs of a,particulari 'f 7[

't..country The~situation in ‘gome other part of the world may

\u

" be so- different from that obtaining in Guinea Bissau 'one :

v_of:the~ poorest of the poor Third World nations that-it'

Nd

‘would necessitate an .even more different adaptation of

‘“-Freire 8 method Freire is after all fully aware of the a

social and political constraints whichcmay prevent a

”

‘-;theory, that may have been successful in one tontext from
l_.fbeing applied in another In this respegt, Freire (1978)

declares,J experiments cannot be transplanted they must be

1

‘ reinver{t};ed" (P 9) - » .’ %;

Can Freire's‘experimentS»be ireinvented" in‘a‘First

World coﬂtext? Are there implications in Freire ] theory

of" knowl#dge for the . development of non;fgpéal educational -
.1activities in the industtialized centres’ of Europe and

'North America? o y,.

, 1 o . :
ol
These\are some of the questions that emerge as one

'h‘reads thrbugh Freire ] work4 One ought to state at the “f

|
outset thht bold demarcation lines between the First and

'Third World are very difficult to draw There are features

of the Eirst World present in the Third World for’ example, '



L)

Conversely, there are also features of the Third World

present in the First World for example,vin Italy s .;l
(.
‘Mezzogiorno As Freire acknowledges L
‘"From my experiences of liv g in the United‘States _
0 00T discoveyed the presence of the Third World in
“the First World, such as the ghettos in the United
States. I also discovere wvicious racial :
discrimination and linguisdtic chauvinism, which is'a .
.. form of racism LI simultaneously found and llved this
-‘preality" (Freire 1985 188) :
: o

e

The situation which Freire is referrlng to lS also one
. },

A
‘ wig

‘.characterized by oppressors and oppressed And of course,

one can draw on a huge corpus of literature ‘in the :
\. g :

‘_'Sociology of Education to show that the educational systen
:ihas & role to play in reproducing this unjust 31tuat10n

b“‘_xAs Giroux (1980 83) has indicated the conflict and

‘rfcoé;radictions which characterize the wider society are

; ; ’ -
also reproduced by the educational system ' As such,»dne‘

may argue that Freire 's meth ma serve to render the '
Y 8“ y

oppresSed of the First World aware of thes

- to resist such domination and provide a counter culture

Of course Freire s Method may prove mo'e: ffective in'this’

-

contradictions y

112

respect when,applied outside the formal system 1tself, -as aj -

 form of radical process of Adult Education\ ‘Freire s
'methods may easily be applied in. relation to efforts aimed

‘at community development Freire s Method would also provep

.ideal for ‘any movement genuinely concerned with the process

of‘emancipation of the working class in industrialiZed



”ivy'respect To begin with it provides what should censtitute 3

. - - e ST v:');
centres It would prove ideal ;or any political rovemgnt _""h
. . L R T \\ o
concerned with the organization of the,indugtrial T
' ‘proletariat as an- effective political force L

T e - T Sy

In the prev10us Chapter, 1t was pointed out that
o

vaccording to Gramsci the subaltern classes aspiring to e

“j political domination should create\their own culture. or -

i rather a new counter hegemonic ‘culture weltanschauung

°

"(Torres 1982 93),.while still in=a. s/tate of
‘ 'subordination that is prior to the rise to power These
iclasses must show that- they can act as-a ruling class

before the time is ripe for them ta govern an according

'<_lto Gramsci acting as a ruling class includes the process E

C o

of "breaking the bourgeois hegemony over workers minds“

g - (cf Gwyn Wflliams’ statement in Entwistle 1979 15)

. Freire's work and method should prove beneficial in thiSffih'

-

an. important feature of the new Culture Weltanséhauudg

\

namely a re- definition of education from the point of view
of the subaltern classes : Freire s exposition of thev o
'fnature of a prescriptive education which suits the

dbmination of the few over the many and his propoaition of
: ot A
" an alternative education characterized by participation and

Vo

'?the»use of pqpular knowledge appear to have univeraal

' applicability Such theories appear relevant éo Bpth the ';f%j” o

T situation of the Campesinos in the fielda of Latin Ametica.,?-

J . o - . -

Lo
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g . _ ., [ o 5 o

and to that of industrial workers labouring in‘a- state of Co

alienation in the factories qf ‘the First World
- L ,

3fFreife7advocates'that adparticipative dialogical
X education should form the basis of what he appears to-

E conceive of as- some kind of participatory.democracy As
such his pedagogy would appear to be quite appLicable in
the context ofsa programme of adult education for effective'i

,worker partiCipation in industry The interrelation

between adult_education for conscientization and .
»

>

: production which as already 1nd1ca§é§i\c;pstitutes a very._

'important ture of his theory as - developed in zedagogy

Rxggggg renders Freire s pedagogy even more relevant to a .
;ﬁp cess of‘workers .education»for self-management’Ld-Oneiv‘
.feels that Conscientization characterized by reflectionv
'and transformativ; action in the world of work should
:constitute‘a crucial aspect,of an educabtsnal process
' destined to.enable workers to assume control over their -
“1ife activity and therefore, succeed in combating
alienation invthe Marxian sense of the word One feels
'that freire s hethodlcan be incorporated.into ‘a wider
framework of workers education which would also include.a :

.process whereby workers,vespecialiy new recruits, are

provided with knowlzdge of the entire production process

a



and, notuofdjust their assigned taSk lzj It would‘appear

that Freire s Method could easily be incorporated into a_h

process of worker education i B N S

,Dne ought to remark that Freire s work had on at 1east

one occasion been employed in the context of a process of

L

)

’ education intended to enable workers gain control over N

'their.work environment The situation in question was that

‘which occurred in Chile during the ‘Asentamiento period

-
\

The process of ‘Asentamiento (le. settling down) was

intended by the, then Christian Democrat Government to N
. ’

y k)
constitute a very crucial aspect of its Agrarian Reform

' Even though the institutional'framework of the'Chilean'

' experiment is likely to prove. different from that which may '

characterize a similaf/pfgigct/tﬁ’Z/First World context ;»- L

the foregoing example may. still 'serve. ‘to show that Freire 8-

'.pedAgogy—can-easily form part of a process-of education forn'.ig”

worker participation ' And such a process would be regarded

o

by many'educationists as providing the foundatioh«fgr\a

participatory democracy very much the kind of" democrac

' which Freire seeks ‘to promote.
12. Th-s would prevent them fron becoming just a partial
operation' in the productive process
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A 'COI.{‘PARAT-IVE: AND CONTRASTIVE
-'.,Al»IALl'Sl'S OF GRAMSCI AND FREIRE'S :
. 'jID_EAs ‘REIoEVAﬂT_ 4;ro 'ADULT ‘EDUcA'r'IoN' '
) T ‘
Having provided_sepfrate;expositiOns.ofiGrsmsci'end"
Freire'S'Jiews that ere:of relevancgﬂge Adnitnsducstion,
'one-ma&'novtattemptjto_compere endfcontrsstrthem.~:hoﬁeVer,
it wouldlbe‘inapp;opriAte to»commence,an.exercise'of ﬁhis
sortrsithout tskingue close'look at the context_within~“
which,the'two sriters operated.and'of whichitheir'writings

»

are a product in the Introduction to this Thesis their

spective wridingé’were contextualized historically and
‘graphically. One feels, however, thet/g/ﬁZBSer look’et
their respectineldontexts.is“yéfrented in a,chepter wherein

a comparatiVe end contrestive enslfsis'is-made" One.vonld
. have to’ explore the possibilities which the two B

-

'\ .
historically and geographically separate contexts allow for .
} ]
such an exercise;to:be carried}out. ‘:
= s e | R

!

"There are parallels between their respective
educational ideas. In ‘the Second Section therefore, I
" 1intend to draw~oht those that 1 censider to be the mostQ

important. The differences ‘that exist will be discussed in '

“the final part of the chapter 1 lp' ’ L

P ‘ ' ’ ’ v
.1, No attempt at a sociology of knowledge is intended to \ﬁ\\‘\\\
‘be made in this Chaptet o S :

116
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‘.Gramsci fdcussed.his attention»primarily'onvWestern -
' .g_Capitalist society which "as has been ehown earlier he
regarded as being characterized by the presence of an
advanced industrial urban proletariat and a well developed. Py

‘V_\ N L
7refined 'Civil Society’ - Freire for his part devoted his

' attention, for1;he most part»_f his work to areas .

‘ inhabited by landless peasants a‘ marginal”urban dwellers

living within the periphery of the metropolis or major -*
i#mies (Torres 1982 ::88){ Having said this however..one
',should be wary of differentiating the contexts of Gramsci
and Freire'’s writings in terms of suéh neat' categories asl.

‘Developed and Underdeveloped’ ‘Industrial and Agrarian‘, :
.'or ‘First World and Third World' N Some of the societies.

: which are of great concern to Freire and Gramsci in their

-

writings are much more complex than as would be suggested

\S\\\\\by such categories In Chapter I, it was-pointed out that

v Gramsci's Italy comprised vast areas:characterized by

tvunderdevelopment.v And'one ought tovreiterate.that the"-::

.situation obtaining in these areas constitute the subject. »
- A
- of, arguably, some. of Gramsci's finest pieces of writing2 "

»

-\-------..‘.--

2 The situation has been described by Gramsci in ‘Notes-

on Italian History’, included in Selections from the Prison
and, ‘The Southern Question’, a piece of writing

>ynfinished as a result of his arrest. This
'piece is. iﬁciudeﬂ in Ihs_ns.ds.m_r.ri.m_md_o.thar_mnnn

4"'




sl

~ (one needs no reminding that Gramsci was himself the

. : ’
&;product of such an env1ronment) :

" As -indicated in the?same'Chapter,vfarming'was the mainug, u{“

'occupational activity in Italy’s~wayward South at the time:“
:of Gramsci's writings (Gramsci 1954 2) Therefore on; b’
of the main ‘instrumentalf classe33 in this region was that ;
'of'the:peasants.‘many offwhom:must have .shared some of thev
characteristics attributed to the campesinosJ of Latin

: America ‘the people with whomIFreire came into contact .
during his pedagogical activities in the ‘Barrios of>

° North- eastern Brazil and the Chilean villages
Superstition and illiteracy feature prominently among such
characteristics The former is: part and parcel of what
FGramsci terms ‘folklore and, 'as already indicated
_constituted,an‘aspect of his upbringing in backward

‘Sardinia (cf. N‘airn\,'l98?; © 160). “Illiteracy was rampant
‘in'theseASouthern areas. Hoare and Nowell Smith (1971)
‘state that in the region where Gramsci was brought up, o

A ninety percent of the population could not read and write

.3 As Hoare and Nowell Smith (1971) point out; ‘classi..—
strumentali’ (instrumental classes) was a term which '
Gramsci used interchangeably with the terms ‘classi -
subalterne’ (subaltern classes) or ‘classi subordinate’
(subordinate classes) -.(cf Gramsci 1971 : 26)

R
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TR G S K »)f'v . \

. SR 42 _ ) _ R
- (p. ff%iii)‘~ Be ring this in mind _one may dare say that
-'the context.within which Gramsci operates is not entirely

r'-

different from that in which Paulo Freire worked

=~

.‘|

One must here also reiterate a point made An Chapter:.

' 11, namely that the Region which furnished the background .

to most of Freire s writings is- not on; whdch is"v
.characterized solely by underdevelopment For instance.,in'
two of the countries with which Freire was directly

concerned in his writings and’ educational activities,x

_ namely Brazil and bhile one. discovers urban areas where anc
'extensive process of industrialization has taken and is .'_}
still taking place The . same applies to Argentina and

Mexico (Torres 1982 885. Such processes are believed to

-give rise to "a sort of national indigenous bourgeoisie"

(Torres, 1982:882." o s

The foregoing serves to underline the fact that the

societies which provide Ehe contexts for Gramsci and

.‘, Freire s writings share an important feature Ihey.aref

i L }
both characterized by»uneven levels of_development and may,'

---------------

4 This piece of information differs from that provided by'
Louis Coser in- Mastexs of Sociological Thought. In his

. chapter on Vilfredo Pareto, Coser (1977) states that 'even
by ‘1918 the illiteracy rate in the South was still,. _
depending on the region, between 50 .and 70 percent, in -
' contrast with Piedmont where it was 11 percent.® (p. 414).
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‘therefore be regarded as contexts® wherein aspects of‘the
7sofca11ed YFirst' and ‘Third' Worlds co-exist 5 Theé. above o

.,considerations indicate that the respective contexts oF

3 .
e

| ]Gramsci and Freire s writings are’ not as disparate as some

would feel inclined to believe

A )
“

Vhen'consideringjtheir respective politico-biographical
-conterts%.one.is'bound éo note & number of affinities.

Both Gramsci and Freire .were . ‘not just social ‘or educational
B . o ‘
theorists but men of action. They were engaged in ‘

activities of an ‘educational'_nature in areas character-’

1.

ized by an intense class-struggle.6 As indicated in the
lntroduCtion, early-t@gntieth century Turin was regarded by'
Gramsci ‘as Italy s ‘Petrograd' (Hoare Nowell Smith, 1971 :

XXIY). Being the most: advanced and combative in Italy, the

5 It would be relevant to note the following comment by

Henry Giroux (1985) regarding Freire’s concept of the Third
‘World: "his concept of the Third World is ideological and
political rather. than merely geOgraphical“ (p xviii) =

6 . Aa Abercrombie et al L¥984) point out 'Glass struggle
" 1is ‘a diversely used term. Among othér things they posit:
"In contemporary .societies, class struggle is used to refer
to conflict betbeenxsocial classes which occurs primarily
- at the. economic level manifest, for example, in wage
bargaining, strikes or absenteeism (p. 42).. They also
~ argue that, at thé political level, it is manifest in such
aspects as the reform of trade union law (pp. 42, 43). It
is in this particular politfco economic sense that the term
‘class struggle’ is being used in this section of the
Cb;pter The societies in question were characterized by
actions taken by the popular forces at the industrial
level. The following accounts by Hoare, Nowell Smith -
(1971) and- Torres (1982) refer to activities of this kind .

[
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'Turin working class which drew people from diverse areas
‘bof the Peninsula underwent a period of mobilization It
was gradually being organized into a political force and
the situation throughout the City appeared to be ripe' for

a revolution

It ought to be reiterated (c¢f. Introduction) that Latin h
America the context for most of Freire s writings and
pedagogical work witnessed "the relative .advance and
h,consolidation of the position of popular forces

(particularly the working class through unions and left
I’
wing parties) under populist regimes“ (Torres 1982f:‘77).

¢ &

This-appears.to be particularly true»of‘Brazil” Freire's fv

homeland,,during the period.when it was’ governedey the‘p'

. du~a
popul%pti&hdministration of Joao Goulart In this regard,,

.., 1“4

there appears to be some similarity between the situations"
‘ obtaining in Brazil during the~ear1y sirties, and Turin _
'duringvthe;first quartervof'the geﬁtuif.' |

: . . . “xﬁ*A‘ iw

" Igﬂhne werelto7carrvbthe.parallel between~Gramsci'
Turiﬁ\and Freire s Latin \America even further one may say' :
thet in both cases, the populai‘forces must have taken |
heart from events occurring elsewhere in their respective

regions b The Turin Working CIass stepped up its

vrevolutionary ‘activity following the news that a
. P . ) i . - .- . . o - . . § .
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‘pfoletari&n revolition h,

i ’o p
Y . J..i‘o

&. r'r@.‘. . _‘.4_: Y-
A AsﬁiiletQ_g;i‘e%l~dt,i

i

‘ .bbeen instal‘leﬁ ?

Py e

:imninepp (Hoare, Noueif$5mith : TALE:

sixties must heve b en insgired by ’
,-.. - %8 ! "n

3& s ¥
”_Revolution, by virtue oﬁrdbich the Regio .s first

é@:‘-,'
one of the reasons. whmhﬁgeit 's wbrk gained pop
01:‘!‘«.\“7. RS o

f » SR ' :"
L R ] o
S _ s
S . oot . :
v e L ot iy : ’ &f“
The foregoin&-serves to show that affinities between
the two historical contexts exist also in so far asthe -
- * %

influence of external events: is concerned And the '
contextual'paralleIS'do not end there. As indicated‘
earlier in this work the radical political andleducational”
activities among the masses in early twentieth century

Turin and the-Brazil of the late fifties and sixties were
brought to‘thalt byvcoonter-insurrectionai activities of a
repressive;nature."Two yeers following.the end of theo

Turin.Factory Occﬁpation,.considered to.be the last act of
resigtance ageinst Fascism, and the subsequent collapse of
the Factory Council ﬁovement, Mussolini "marched"” on~Rome -

-

the first,in a series of important episodes in Italian

history leading to the Fascist selzure of power,



ﬁikewise,Apopular advancementiin'Brazillwas.bronght.to
| an abrupt“end by the'MilitaryiCoup:d'etateof'1964 ’v0n5~may

- ‘say that in both cases, the bourgeoisie sought to solve _{_—7:»5

' the_"crisis of’hegemony 7 and establish a new bourgeois

order by virtue of right wing dictatorships It would also,f
. be relevant to remark at this stage that both Gramsci and ;l
Freire were regarded as a potential threat.po the new gv
social order created by the respective regimes Harsh i"
punishments were. meted ‘out to them, Freire having beeny'~

' banished from his homeland for a period lasting sixteen
years and Gramsci having been sentenced to twenty years of
‘ 'imprisonment; a sentence vhich served.to worsen his‘elready

precariousihealth cpndition and'precipitate his death.

.7 The term ‘crisis of hegemony "was- employed by Gramsci
with reference to a. situat{on in which "the- subordinate
classes may overcome dominant-class control during periods-
of struct@ral crisis...” (La Belle, 1986 : 49). As Carnoy
(1982) points out; Gramsci maintains that there are periods
in history during which social classes detach themselves:
from political” parties and refrain from regarding the men ‘
leading them as the expression of their class interests (p.
- 88).  There is a deterioration in the: role of -the State as
the. traditional means. of maintaining hegemony (Carnoy, 1982 ’
'; 88). Consensus cannot be obtained and, therefore, there -
is a crisis of legitimation. "Such a crisis may be caused ;.
by the. unpopular actions of the ruliﬂ% classes and increase

- in political activisim on the masses’ part (Carnoy, 1982 %

o ) _ g

388) _ > T Voo = o R
. In the Latin American context, ‘Grisis of hegemony may'
" be said to refer to a situation-whereby the ruling classes.
cannot obtain consensus and therefore resort to. -greater .
repression. - There is an increa{bd dependence on the L
physical control mechanism of tate. This would be the
cause of much'division among the ling clesses Factions
of these classes would express - grave concern as a result of
which fragile nev democracies may emerge



Further biographioalkparallels can be_drawn}~55oth_ | |
'Freire'and‘cramsci fell on hard'times duringlthgir‘ - ‘(.égiﬁ'
"childhood' In GramSCi’swcase this’wasvcaused by his 1?' e

father s arrest on charges of petty embezzlement whereas
rin Freire's case, this was very much the result of the 1929 : hf.'

U.S. Economic Crisis which affected Brazil and undermined

the precarious stability of his middle class family

(Shaull 1970 : 10).%

The foregoing may serve to show that parallels may be
(ﬂ .
drawn from their respective biographical contexts. There

are also parallels bequgpn some of their respective
=S

pedagogical ideas relevant to adult education These

parallels will be discussed in the following section.

' At issue in this discussion on. Gramsci .and Freire s

\

work is the relationship between education and politics. » o
Both Gramscﬁ&and/ reire stress‘this relationshipuin their
S e , S

Both appear to have suffered from a similar setback
//during their childhood. Because of their respective family
~ misfortunes, both fell behind at school. In Freire's case, S
this was caused by the listlessness resulting from the '
.hunger he experienced during the 1929 Economic Crisis
. (Shaull, 1970 : 10). In Gramsci’s case, this was caused by
' th% fact that, during his father' sfimprisonment he had to = -.
. go out to work since none of his brothers were employed
- (Hogre Nowell Smith, 1971 : -XIX).

o -sg



e s
_vwritings and“regard the educational secto& as one of the
'lmost important. battlegrounds wherein the struggle for
'supremac among classes takes place As previously
--indicated both writers express their Yiews on adult
,education within the context of this struggle ) At the
| heart of their writings on the subject lies the tenet that
: ‘like all educational institutions adult education cannot
-be neutral although, as already stated there is. evidence ‘;_ e
'to support the view the Gramsci intended forms of - o f‘ ‘L '1 lq
' .“disinterested' knowledge to be incorporated into. its
content (cf p. 62), alongside those partisan political" .
T‘truths whichy he felt, should not be imparted by the - ‘ .

schools (cf

Gramsci and Freire relate adult education _as all forms
of education, to the process of domination of one class
over another In their view, it can either consolidate or
Tun. counter to‘a given process of domination,. In Gramsci s

" case, adult education together with all the other aspecta
of the idez%ggical superstructure, has to be seen in the
cshtext of Hegemony, the term which stands for ”the
ideological predoninance oﬁ bourgeois values.and norns”overv

the subordindte classes' (Carnoy, l982 :.86) "Freire toeo

’ views adult education in this context and indicates. in his



e Rreire,-1985 : 45)?. e e

: classes) anduco\

Y

.writings on the subject how traditional methods of

Yoo

teaching and a culturally alienating context serve to -

"consolidate existing power relations (cf Freire 1970 6l_i

R . s

: : v SN
Being on the side of the subordinate groups (Freire s

o ressed' and Gran ci's ‘instrumental' or subaltern't
PP

. 3

tted to the cause of their liberation

both regard adult education as: having the potential to
—~—
become a counter hegemonic force As indiéated earlier ’

“Gramsoi explores this potential in various aspects of the

ideological superstructure«-most notably in. the factories
v ¢

themselves. Freire, for his part,,explores this potential

exclusively in the non- formal learning sector mainly in

the field of consciousness raising education Both see in

o

the respective sectors with which they were concerned the;.

N

" potential for a counter- culture, a culture which represents

é..

“the standpoint of the. subordinate classes In‘Gramsci s'

€ . i

f'case, this would,be a proletarian culture In so far“as ,..!

A

, Freire is concerned, - this counter-culture would be that

s

> [
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‘,.which is referred to, in Latin American circles as

popular culture,g-'

o;r

RSt EN

o Their activities in this field appear to be motivated S 'h

by a conviction that education and therefore adult -

o

O education can enjoy a ;glgti_glx autonombus existence yIn"'

»

fact the two of them reject evolutionary economic- :.t
: % .
determinist conceptions of history (Clark 1977 :551 ;i

Youngman 1986 167) as a result of'which their writings

on education and in Gramsci’s case ‘other subjects,|have

Ly

- none of that fatalism which the two deride at some stage inf N

‘4, "

...............

9 //lhe term - popular ture' 1s used in various ways. ‘It f“”

can refer to a) a worl¥ .view of the subordinate classes -

that challenges that context projected on them by the .
dominant classes; b) ed.

the expression and promo®@®n of - this view, c)\ cul

' productions that exprdss this view (at times the

serve to mystify reality) .

‘l It has been argued with reference to the Latin- -“rFtl
American context, that the kind of education that promotes
this culture "must 'show the masses that . they. are deminated -

. .and opprassed, motivate them to analyze their reality, and-

fdismantle the ideological mechanisms uaed by the ddpinant

\class for maintaining the status quo" (@ Belle, 1986
282) . :

In assessing popular culture in Brazil C Estevam
posits that it is a mediator between. culture and’ ‘revolution
8ince it arouses political awarenesd with a view to

? generating mass political action (La Belle. 1986 : 286)

" Freire's involvement with popular culture is indeed a
strong one. Among other things, he was part of che

B Movimentg ‘de Cultura-Popular .in Recife {n 1961 (La BEIIe

1986 : 171). This movement used plays; leaflets, filme and
other means to direct attention to the peaple’s own '

problems and, at the same tine raise aocio political

issues S ~

.

ional activities geare owards( fk-
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/their writing,‘Freire'calling itf"liberatingifatalism?”
‘(Freire;.1985 ;-179),and Gramsci describing it as "a theory‘,
offgrace and'predgstination?.(Gramsei,‘1957.:*75); ‘

: . L

The element of voluntarism makes its.presence felt: in
"several of their writings .on education and political
change ’ Gramsci s early writing is marked by a strong
’ emphasis on the cultural and spiritual basis of
4'revolutionary activity (Morrow 1987 12) and this is
‘probably what makes such work ‘including the several R lﬁﬁ
.journalistic pieces on culture relevant to adult ‘
education. This emphasis is also to ‘be found in Freire s
early.writing (Youngman, 1986 : 162 163) One may.regard
' 'this particular feature of the two writer s early Qeré'as
) partly the<product of Hegelian influenées, although in
-AGramsci's case, one would'be more accurate‘in'using the
;“"”term ‘neo-Hegelianism'—'the kind of idealist philosophy
which he - derived from his mentor Benedetto Croce (Morrow
i 1982 2 Youngman, 1986'. 184) .In Freire s case, this.

' Hegelianism derived from some of the Cnristian masters to.

whose influence ‘he was exposed

F—
.

However, in their later vritings both Gramuci-and

:Freire _move from this idealist,position and begin to reveal

Joova greater awareness of thegﬂoie of economic conditions in

L 23 . B ' -— B
e : Y N A
d R - - .
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¥~v:=7the prooes;vof social and political'change (Morrow,.l937gg
| 2 ; Youngman,:l986" 63XF In Gramsci s casgh this is'.
°evident in his writings on the Turin Factory Councils and _'h."
~=their role in the education of workers-; In Freire s casev
:"this awgreness is revealed thr:§§hout his 1978 publicetion,:.
, ’Rggggggx_in_zzggggg where his proposed methods of popular .
| education take into account the social relations of :
»production (Morrow 1987 : g : Youngman 1986 : 163)
"However, at no stage in the development of their respective
'ideas and adult education strategies is the role of human
_agency underplayed by the two writers in question The
"importance of the role of human agency becomes even more .
"pronounced in Gramsci's later work where he explores the
_ relationship between the masses’ and the party 1€ is here
:that he develops and elaborates his much celebrated theory~ -
voof the Intellectuals a theory regarding those individuals,:‘

on whom it is incumbent to act as mediator between the

rmasses and the party.

‘The role of. the Intellectuals has been discussed et
considerable length in Chapter I. C:Nevertheless, it would f

vbe worth reiterating that these intellectuals were intended
to be members of that very same class of people whose-~ AT
N

:interests.they were to:represent As such they are_3

. _“organic'intellectuals,: horeover; although he,stressed.thatk»v
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‘the proletarian masses should produce their own organic

Aintelleccuals Gramsci felt that it would not be amiss ﬁpr '

’these masses to seek to assimilate traditional
intellectuals ’ It is -also worth recalling, within the g

context of a discussion od adult education that Gramsci

130

regarded the relationship between the Intellectuals and thefd;

"masses as an educative ‘one. (Merringtcnf‘1977 : 168)-

such ‘one ought to re- emphasize,that those proletarian
' educators who functioned aithin the Turin proletarian
cultural circles and the Factory Council Movement would

B bave been regarded by. Gramsci as organic intellectuals

vhavingirecapitulated'the salient points of Gramsci's
_jtheoryiregarding the Intellectuals, it would now be |
vopportune to’recallla point made in’Chapter lI' namely'that
’Freire draws on ‘this- theory when offering advice to the'd
_revolutionary leaders of Guinea Bissau regarding adult
'.education programmes for the masses. Freire writes in
.terms of a "new type of intellectual“ and of the
possibility of "elitist intellectuals" committing Qtlass

suicidef to integrate‘themselves'with the peasant masses

(Freire, 1978 : 104). © . o

-Despite the change in terminology, the views expressed

:by Freire with respect to the development of a ‘new. type ofi

.intellectual' in Guinea_BiSsa<F appear ‘to be a direct

‘.. . L . - . .
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borrowing from Gramsci r"‘In fact ‘one may argue that Freire ‘

has the merit. of having sought, in his African experience

c w'.,

. to translate Gramsci's theory of the - Intellectuals into

s |

. politioal practice lO; He suggests that students from the
Lycée anq therefore the country s potential intellectuals
~\be encouraged to participgxe fully in programmes of popular -

“:_ education designed for the rural masses These programmes

T

Sere.. intended to consisc of a process of learning
‘ inextricably intertwined with productive work . The

potential intellectuals of the Country wére, ascording to

10 Perhaps one’ of the'reaons why Freire avoids Gramsci s
terminology is that' the’ biological term ‘organic’
represents a somewhat reductionist view of the role of
intellectual
) A series of questions emerge as one considers Gramsci s
‘neat’ categorization of intellectuals as either"
,‘traditional’ or organic' Does Gramsci allow for the
'\existence of other types of intellectuals such as
progressive intellectuals With a strong, ethical commitment
to a particular class? Would such an ethical ‘commitment
- render this intellectusl organic' An Gramsci's sense of
the term? Furthermore 'should not’ “the concepts of a = -
- traditional or an organic intellectual be" regerd" as
relative, depending on. the histotiéal period in: question.
" Other questions emerge- as.one considers Gramsci's view of
the ‘organic’ intellectual. ' The Italian ‘theorist appears _
' to have intended the proletarien organic intellectual to" -
function in relation to. the Party. . He ‘ig .cpnceived of as
the mediator between the " Party and? the iﬂssee Vithin the 2
context’ 6f Gramagci's theory, “how W uld one classify thqse
‘intellectuals who Fefrain from &2t ng'.tn relation to a - :
“party since theéy prefer,to e lore the potential - for social
change inherent in the soci uovdments? ‘Perhaps Gramsci .
‘'could. hot’ have foreseen the emergence of such an
intellectusl during the time in dhich he lived ’
v Some of the above considerations were inspired by _
- conversations which I held with Brofeesors Carlos Torres

S and Harry Garfinkle RN L T



—132
. ' '

Freire,'tO»engage in the literacy and postJliteracy

processand participate in productive work: alongside the_

,peasants.ll In short the Lycée students were to- tbach the

7
¢

peasants_and work with them,(Freiref;1978l: 143).. Through ]_27,

thisfparticular»method of socielization}l.2 these students
would be initiated into the process of becoming organic

.

intellectuals:.

f;; organic intellectual’ appears to be
ij“534 in ﬁhtin American popular education circles where as
| La‘Belle (1986) indicatesﬁqcramsci s influence is very

. strong (p. 1855; ‘The_term.is‘used in the Christian Base
“Communitiésvin’Brazil where'it is_applied in relation to

11 The Haoist influence on Freire is once again in .

' evidence. Mao Tse Tung had emphasized that there should be
no dichotomy between mental and physical labour. This was
partly in reaction to the long standing Confucian maxim -
that the two ought to be separated. The issue of an
absolute .fusion between. mental and physical labour .came to .
the forefront during the 1967 Cultural Revolution. Julius -
Nyerere expresses similar views in a famous address, )

*entitled ‘Education for Self- Reliance'

3 .

12 The theme of socialization or re- socialization of -
intellectuals, implicit.injGramsci's ‘statement regarding
the assimilation and ideological conquest of traditional
vintellectuals, was to re-emerge two years after the
publication of Rggggggx_in_Z;ggggg . The event in question
was the Nicarguan Literacy Crusade (C N.A.) of 1980, a
crusade in which Freire had been irnivolved in the capacity
of consultant ‘(Arnove, 1986 : 41), During this crusade,

. urban middle class school children and students were sent

to the rural areas to act as ‘brigadistas’, teaching
> literacy to and living with the peasants themselves. They
also shared in-the latter’s productive activities. Once
‘again, potential intellectuals were being socialized in
~such.a manner as to become at one with the masses

N

A
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adult’educators ofrthe‘Freirean.typev(Hewitt, 1987); And;,
.t .indeed, it may be argued that‘Freirearegards all'his

‘facilitators of'leafning as organic‘intelléctuals, having ,;_)

-stressed, thrdughout his_writings,hthe‘strong'relationship

L]

}.f that should exist between ‘vhem and the oppressed people on

: A
whose behalf they carry out their activities and with;whom

. they both teach and learn Freire uses suchpterms’as '
'v\commitment" (Freire, 1970 : 78) and Fgrowing'.with the
-group (Freire, 1971 : 61) in order to emphasize the sort of
relationship~ghich,the facilitator‘should develop. |
o Gramsci‘no dohbt emphasized the strong relationship
whidhéhad to exist between the ‘organic' intellectuals and_vﬁ

. p l :
the 1 masses He regarded it .as incumbent on these

intellectual:;te gi;gg; the masses, tutoring'that which is
. ' 's.?

positive in whit is referred to as the element of

_spontaneity - These intellectuals are conceived as some

kind of elite, m possession of a certain skill or body oflkf
h'knowledge cons, dered superior to that of the rest In his'

B best known work Freire appears to play down' the |

superiority of such knowledge applying equal status to the.

,educator and the educatee _ Yet in his later work he

seems to modify his position by stating unequivocally thet
Hwhen‘%he pducator begins the dialogue 'he or she knows a.

;. great deal first in terms of knowledge and second in terms

-

',fof the horizon that she or he wants to get to" (Shor,v
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J

Sreire, 1987‘:¥103);-;Thehteacher'end stndent are thereforei-‘
not on eouel'terms in_so.farvas‘knowledge is concerned.
Moreover,_the teecher is also operating‘in.e‘directive
'cspecity, directing the educatee towerds the7politica1:goalr',
. he has 1n mind' 7As a‘matter:of fact"Freire emphasizes to.
quote Ira Shor, "the directive responsibility and-ﬁhe//
~competency of the teacher who begins a dialogical class"

(Shor, Freire, 1987 : 103).

. S : : _ .

As is_thevcase‘with‘Gramscifs organic intellectuals,
‘Freire’s facilitators of‘learning-act in a“directive .
cepecity Nonetheless, despite this directiveness and
'competence the educator,must not, in Freire s view, allow
the authority which he or she.COmmands;‘as spresult_of such m
attributes) to degenerate into enthoritarienismv(Shor, |
hFreirel‘1§87 v 91); The relationshipﬂbet&een'the educator '
and the educatee ‘must be a reciprocal one ‘a relationship
'whereby the former ;glggrn; the knowledge he already has
'benefitting from what the latter has ‘to offer in terms of
'ideas;t This is besed on a belief that one has a lot to
‘1earn fron’theloppressed:'"...I usuallyxand<categoricallfb.
‘argue that we must learn from the peasants" (Freire, 1985 :

_ 177) " The facilitator therefore, teaches and learns

concurrently. ‘The same'applies,'of course, to the
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educatee. ' The "teacher-student" acts together with the

'"student-teachers"‘(?reire, 1970 2 67): The relationShip :

betweennthe'two is a dialéctical one.

b

This is‘also true~of/the relationship,’in'Gramsci,
-between the organic intellectuals and the masses
' _”Thevprocess“of de lopment is tied to a dialectic
between the intellectuals and the masses. The
intellectual stra develops both quantitatively and
qualitatively; but’ every leap forward towards a new
breadth and complexity of the intellectual stratum is
tied to an analogoiis movement. on the part of the mass .
of the 'simple’, who raise themselves to -higher Yevels -
of culture and at the same time extend their circle of
> influence toward the stratum of the specialized
intellectuals, producing outstanding individuals ‘and
groups of. greater or less importance"

(Gramsci,,1971 33& 335 ; also cited
in Entvistle 1979 127y

'y

1.

This relationship has to be active and reciprocal"
tone whereby every/teacher is always a pupil gﬁd every
_pupil a teacher" (Gramsci cited in Merrington, 1977

169). This dialectical,relationahip which the organic','
vintellectuals had to engage in as adult educatorsI? wasv
_exemplified by Gramsci himself Lajolo (1980) provides an ?'h
account of how he managed to keep in contact with the
.workers, through non formal adult education circles (eg.

Club Vita Morale) It ought to be streaaed that Gramaci |

N .

--------------- : . LN

13 ‘Adult education is here being viewed in both its .‘

v“\

'informal and. non formal aspectg

K
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sought to'edncatelthe working'clese.elso,phrough the:means
of journalism.: As a metter of fact, ‘L’'Ordine Nuovo’ was .
aimed at tne politicalveducation of‘workers,in the
autonobile factories of Turinb(Entwietle:Ll979 : 7). This
informpl edult educationel procese was, however, not.
4':conceiVediae a‘one'wey relationenip ' Lajolo (1980), for
inetance relates how following the closure of the Club :
Vita Horale, several students and- workers used to visit
Gramsci at his ‘Avanti!’ Office in order to discuss issues .
with him (p 369 Entwi;tle (1979)mqnotes Davidson as

'saying that Gramsci was "an intellectual to whom workers

could speak without fear of reVealing their. own ignorance"
o -

e

(p. 128).

L - o
Both.Gramsci and Freire, therefore, argue for a

dialectical relationship between the edncatOrs/orgenic
‘intellectualslend‘the masses."Thislrelationehip appears- to
be crucial to the realization of.two very important;end

i

interrelated concepts that underlie'their~respe¢tive-

writings relevant to adult education. The conceptSTere .
T r R P '
those of ‘pertiCipation’ and ‘praxis’.

The two writers state that the actions of the organic

.intellectuals or learning facilitators should be intended

s-.,/ £

to render the peasants or workers subjects_‘rather than



R
‘objects' - In Freirels case, the learnerslparticipate in

7 the unveiling of their own reality. in the creation of
their own knowledge L/lhrough a dialogical approach they

“participate in the dissemination of knowledge among R

‘¢themse1ves being teachers and learners at the same time

.Their sense of participation_inithe-unveiling of theiryown:
reality is further 4.ncreased through the use of a- )
problem posing (Freire. 1970 66), rather than a
prescriptive education. In Chapter III it was*observed ‘Qf

that, according to Freire, the latter approach serves to -

;f)

C!

,render the learner a passive submissive being. prepared to
1eavevdecisions into the hands of others Freire appears'
to be positing that through a problem posing approach to
educASion the learner would ‘be- able to acquire the
decision-making skills necessary for him to become an
| active participant in the life of the fomﬂhnity The sense
ii/jbf a participative education‘becomes mere apparent in ‘f
" Freire's work, in those passages wherein he writes about'
._"the application of his methods in the cqntext of | |
..agricultural production (eg. Freire 1975 K Freire 1978)
- Quite revealing is the followin§ paesage relating to the
) adoption of Freire s literacy method' during the Chilean - rf7‘
| Agrarian Reform : v |
*'When all this-iand belonged to one latifundio satd
another man in the" same conversation, there~was no
' reason to read and:vrite.’ We weren't reaponsible for

° oo o S
t. t .
. .
\%x“‘g’
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anythtng - The boss gave the- orders and we obeYed Why
~ read and write? Now it’s a different story’" (Freire,
1975 :.22, 23).. » - -

With the Latifundium system having been done away with
1t did become a different story for'the peasants These
" words were spoken during th; ‘Asentamiento' the- period of
vsettlementlintended to precede that in which lands are

L3

. assigned to the _peasants (cf footnote in Freire,’l975 :
¢

23). Freire’s method was-being used as one of the vehicles

S

: whereby the peasants could educate themselves'with a
to participating in the running'of their d&n lan

fcan here write'in terms of‘adult_education for a.
participatory agrarian democracy.® - '

3

| Likewise, if one takes into account Gramsci's Factory
- ~ ‘\ . N - N

Council-Theory, one can write in terms of adult education
for a participatory industriai democracy Here the

dialectical relationship between the intellectuals of the
. . S ‘?-D_ N v

scientific ‘technical- admin strative type and the’ workers‘
was to "be crucial for the transmission of those skills,

! i
productive and economic, that would enable the latter to
replace management s power in the factory' (Gramsci cited_
in Mancini 1973 .: 5). This process of ‘adult education was
'\

also intended to transform .the worker from wage earner -an

‘object’ selling his labour to producer .that 18 tc say‘ a: "&ﬁ%
R




‘subject’vcapable of "experiencing the unity of the

s

production‘process“,and of regardingfhimself as an

in the manufactured object (Gramsci 1977 110). Gramsci

appears-to be’ saying that, only whenvbecoming a ‘subject’,

would the worker be in a position to participate actively

in the entire production‘process o e

L)

In the”Y;}egoing account5~regarding a participative
education, the two writers advocaep a prgazss of 1earning

closely related to the educatee s material existence The’

ff
to befquite relevant in this regard: 3
'The production of ideas, of conceptions of

9§ .consciousness, is at first directly interwoven with the

'ﬁ o material activity and the material intercourse of men,

ga the language of real life."
%x o o . (cited in Tucker, 1978 :-154),

d

'This:idée from the early‘writings_of Karl Marx must

have exerted&conpiderable influence on. Freire' though not

on Gramsci who could not have gained access to these
14

'manuscripts. The quote, however points to a very

4

important tenet underlying Gransci and Freire 8 writings

the people s conscious practical activity is the source of

social transformation This may be summed up by the term

. .
------- Bocbhoeea

i The Geiman Ideclogy was first published in 1932 by the

 Marx- Engels Institute in Moscow (Tucker 1978 : 146).

139"

' "inseparable part of . the whole labqur system" concentrated .

- following citation from Marx s Ihg_ggxmgn_lggglggx appears ‘

~
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praxis' which stands for the unity of. thought and action | 5"

"~

: theory and practice v 'v ) .

o . (S
-

- As Youngman (1986) has'shown, ‘praxis’ underlies \
Freire’ s writing on adult education,_though in his first

three publications in the English language the Brazilian

5

- educator uses the term in a manner reminiscent of the,Early

s ~ ¢

’ Marx.:‘In.these works, Freire posits that, through-a
particinative, dialogical education, the educator and the
educatees engage togethervin a search for knowledge The
 former enables the learners to detach themselves _from their

social surroundings the area of their day to day practical

A

activity, and reflect upon them This process of . -

reflection is in turn intended to lead tg further

. -
- - 3

action.' YActidn' and ‘Reflection are the key words in

: vFreire s. proébss of education through praxis’ and the : o
relationship between the two is described as follows
Coa
"The act of knowing involves a dialectical movément RERE
which goes from action to reflection and from P
reflection upon action to a new action.®

J

(Freire, cited in Youngman 1986 171).

In such writings by Freire, the learners’ cultural
surroundings constitute the area of their practical

activity ' In zggggggx_in Exgg_gg however Freire is. ‘more -

specific about the area in which the learners carry out

"

their practical activities It is the'area wherein they
. w .



~.carry out'their.productive'labour ' And the praxis | .:
_:engaged in becomes a collective one, a .social practice'
(£, Youngman, 1986‘: 172).in which #the strugglelforAJ
production class conflict and creative action are all
dynamicflly—igggrrs%ated" (Freire, 1978 : 89). In this'i
work, therefore, Freire advocates that thevorganic' -
intellectuals and the- peasant masses engage together in a
‘ process of ‘Adult Education through Praxis characterized
'by a strong relationship between learning,and production.
- » 3 ‘
This versio{ of-Adult\education through praxis is
similar to that provided by Gramsci in some of his
journalistic writings and most notably, in his Factory
.QCouncil lheory The relationship between education and

s ’
production is a strong one in Gramsci's -work, as may be

evidenced from those writings wherein he explores forms of

'culture<fhat stress the relationship between man-and'

”1’41‘-"

‘ industry (this explains his shortlived fascination for B

'Futurism ) writes about the ‘Taylorization' of schooling

and makes such assertions as

"the worker studies and works; his laghur is. study and
-study is labour. In order to.be a spegialist in his
wérk, the worker on average puts in thé same number of
' _years that it takes to get a specialized degree. The
. worlr, however, carries out his studies in the very
act of doing immediately. productivn work. Having
become dominant, the working class’ wants manual labour -

e,

and intellectual labour to be joined in the schools and'f

thus creates a new educational tradition'"'
(Gramsci 1985 43)
- ﬂl g
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; Elsewhere Gramsci was to indicate that he did‘not
intend this fusion between work and labour -to be a feature S
of the school In ‘Sott: La Mole _ for instance he states
that "The school if it is taken seriously does not have any‘”

time for the workshop, and vice versa" (cited in Entwistle'

1979 153) This point is confirmed in his writings on

'_ the Common School At ‘no stage in this piece of writing,- =

does Gramsci suggest the introduction of practical subjectsi;

l into the school curriculum _As- such it is in the field Ofa'gg

Adult Education that the process of learning through praxis

takes place This point is confirmed in his Factory

A Council Theory, probably his most elaborate theory on the '

interrelationship between production and adult educatygn Fﬂ]".

o

: The source of man’s practical activity is the factory plant

itself the source whereby the worker carries out his

' studies.in.the very act of doingjimmediately-productive'i_w:f.

'work'"‘ The organic intellectualsl5 enablefhim to .

e

understand the entire productive process from which he_'

2 eventually gains .an: understanding of

N I T &--—-_ o

15 The organic intellectuals on the factory plant would

o engage infﬁ didalectical. educational . .relationship with the- .

 workers, assisting them in their praxis " They- would be

- abetted in this respect by those other intellectuals, like o

Gramsci, who, though operating outside the plant, engege in

" a constant dialogue with the workers. These: intellectuals

would. canvass the workers’ vigws from which they would :

. derive the. necegyary material to elaborate a revolutionary

theory (Entwistle 1979 164)

1620
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"If"the nation which is at: its base a gigantic e
:iorganization of production, characterized by its - -

‘exports. and . imports, by the commodities coming from all’ _,_; o

';'_over the world '1/. , st :
" o (cited,in Mancini 1973 :f6),1_‘

The notion of learning through praxis is therefore

Ve
”~~

"ujicentral to those writings by Gramsci and’ Freigg relevant to”,_“‘ e

:adult education ' However it is in Rggggggx_in_zzggggg

L with his advocacy of an absolute fusion between learning

. and production that Freire-comes close to Gramsci' ';ffg‘f.i;f}

r:’conception of praxis in adult education

Praxis and the related concepts of dialogue and

'participation are, therefore important features of the two*ﬂ

.‘writers respective pedagogical theories ' They also appear.

'ﬁto constitute the hallmarks of a new society towards the__

N

'creation of which these writings . irected One may

argue thereforg, that Gramsci's_FactorykCouncil and .

' Freire B Cultural Circle can each be regarded as. a model of -
lrethe ‘new society'"ﬁ With respecg to this Grdmsci is on ';
"~record as having aaserted The/Factory Council is the o
-”:model of the proletarian state" (cited in Mancini 1973
‘-7),f In his view, the Council was to give ‘the masses "a 157
b cohvgion and a form that do not differ from those which thﬁ;j

’.\

(also cited in Mancini 1973 7)

s . ‘_“,

o masses take on in the general organization of society e 1-;2::



' As for Freire, one- can safely say that the concepts of“ﬂ

,;dialogue and participation were not intended to be limited:

'.to the confines of the Cultural Circle but were considered

f central to his projected vision of a democratic society‘

V JFor.Freire dialogue had to exist at a11 levels between Lo

't'

educator and educatee revolutionary leader and masses.

C-Moreover as Thakur (1985) underlines,' "According to

4 ,: Freire politicalrparticipation is the only way of knowing

‘_

.”ﬁfpi.nd learning to behgve democratically” (p 76)

Because both the Factory Council and the Cultural

Circle may be regarded as models for an alternative '

. t,,'aociety. one can say, therefore. that: the sort of

-

Jf:educational activities carried out are a form of cultural

o preparation that precedes the creation of this society

/
(Y

. They provide the means whereby the subaltern 1_asses can,

16 Central to Freire/s view of political parti ipation is |

. is.considered by m;a.ny to-be d’onducive to: greater

participation. It ¢ibould not be amiss to state that Freire 8
. “could shar® this view: ~ There are areas in: his work LT

' “"however, in' whic e seems to imply the need for

leadership ‘bhif 1s very much -in evidjnce in
. /whgré’ he{ deals with' the questi of leadership and
the ro‘h oﬁii" the vanguard party (the PAIGC). - There. appears

national popular integration and unif&g political

R to be ‘a perpetual tension in Freire between a desire for .

regional Ghtonomy ‘and the need for leaderahip and -

RS

o the ‘belief in reginal -autonomy. Decentralization of power g

v inteéra;tion This tension is also manifest in his writings
4 ;on ], ’ﬁguage where he deals with the issue of dialect and -

standard language, ~an issue discussed in Chapter 111
an Which will be addressed once again, . in the final part

- '"3f &He Chapter
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-:Nevertheless, t would be worth reiterating thet in ;“3("'(-,
. LT A

V(Arnove 1986 :,8). And as indicated in Chapter III, one’

: : L . . ; ) .'-s;,, i
before they seize State power, establgsh their cleim to bea: ‘ S
ayruling class not only in the:politicalvand ethicalfsenselpf{fpf;;
but also in the culturalto e This POint had.been Stressed‘;’ilJ;%ﬁ
. ‘b;' éims“ (E“':““‘lev {979 ~.14) Fre‘_i're for his z\ R
part app;;rs to. have made.noistat;Lents to this effecc &¥iff" ,

«"

.

; Nicaragua his methods lent themselves_to-popular education %f“' §

initiatives that took place before the Somoza overthrow .

W

..., »«‘ N .

o ; : L G
' may argue thht these agsivities were a form of preparation _
5of the masses for the kind of popular culture which the ':;i e

-‘Sandinistas were to. promote following the conquest of the

S g

.‘State As such it would not be amiss\to sey that the

:Factoty Council and‘ﬁhgacultural Circle could each be

:,regarded gs areas wherein the peasant er workingzclass can

. Lo
L

FL I S ) N
* * & . . %

"develop a new Culture - Weltanschauung, a coherent world ‘~F’"

',view L "",- Lt . A

(3

PO
‘.. ‘2 - ‘5 ) . ' . . R .‘,:’- N . . . .‘.

B 4

Both Gramsci and Freire explote in their respective

)

'writings relevant t6 adult education,.ways and means by ,{; R

which such a CulturJ. Weltanschauung may be developed

>Both explore the role which cultural productions can play

in this regard 'Tt has already been indicated that Gramsci

r .

:;sought potential in both popular culture end highbrow art

vFreire for his/part, has the merit of hsving encoutaged

- £ RN



’_~‘recorded conversations

f145f;}

»his circle members ‘to create their own cultural artifacts

' in the form of reading material developed out of their own

3

Central to the development of this common culture

however is the problem of language Despite his bel;ef in :

, the virtues of dialects their unwritten grammar" and

their “unrecognized beauty" (Shor Freire 1987-f 72),

: Freire has come to appreciate the importance of a language
i which serves as a source of unity and organization for the

Oppressed He even states that it is important for ‘the

:Oppressed to learn the standard.language, since such

’ knowledge would enable them to. survive in the power

: struggle 17_ However he ‘more strongly advocates the use of h

-

hnationai-popular languages : This may’be eVidenced from his ‘

reflections on his African experiences “As. indicated _the

use of Portuguese rather than Creole in his literacy

activities in Guinea Bissau 4 country where thirty ‘

different languages and dialects are spoken (Freire

v Macedo 1987 : 108), had disastrous consequences

Throughout these reflections; therefore,‘Freire;stressed »

cessecc s e e

17 In this passage Freire states that the standard :

.language ‘contains the ruling ideology. Nevertheless, he

- stresses that teachers committed to the working class
" should not deny their students knowledge of this language.
" However, he goes on to state that, while teaching this,

language, the . teacher should discuss its political

';ingredients with the students (Shor, Freire, 1987 :’71;
: 72) : . : , o

B¢



ethe'need’to use, uhere possibleiisuch;national-prulgrfﬁ
'linguistic creations as Creole (Freire, Macedo l§87,$f:
'fv‘ 115 : : o o
s Gramsci too,-stressed the use of language for
p% ;? n;tional popular unity in Italy, a country where-several :i#".;gf

::finferent dialects are Spoken ' Gramsci expressed such -
tlviews at a time when eighty percent of Italians still spoke;lj'”
»:.dialect for most purposes (cf footnote in Forgacs Nowellfx?iJ.;‘v
’ ismith 1985 3) While acknowledging the need fori
: teachers to understand peasant speech he still felt that :}f'
.the mastery of the ~common. standard version of the nationali.(
"llanguage was necessary for the working class not to remain:’
at’ the periphery of the national and political life'
(Entwistle 1979 ';.'2_5);».},_'___ |
It-may be said that both Freire and Gramsci stress thef
: importance of a common 1anguage that would provide the

_basis for a commdn culture It is felt that a common o

.:Qlanguage and a common culture would provide the Oppressed"

i or the subaltern classes with a strong sense of unity

The question‘of language.and7its‘rol='in the'creetion.'

of a common culture is the last in a: number ofyissues

o

discussed in this sectiOn of the Chapter The

.

a7
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‘coqsiderationsﬁigﬁolved were madé\*/;h the express purpose '_

vlof revealingathe parallels that !kist between Gramsci and

‘ Freire s views relevant to adult educahggg That such

-fnparallels exist is hardly surprising, g n that according

2,

'to Thomas La B&d&e (1586) Antonio Gramsci is probably thel o

_most fgpqqpntly cftegyharxist associated with popular

'fieducation"'(p 185), the kind of adult education, ‘one- may

.

"f:'add of which Paulo Freire is the foremost representative

R i.

It would be inappropriate, however to draw out the

>.3§para11e1s and overlook completely the many‘differences that fi

.0

'exist between their ideas relevant to . adult education It

'7is to a consideration of these differences that thisf.

v Chapter now turns.

. . :’}" - . . a . ‘ . o \"!:} '
3. Diffgzéﬂggg.

Political affiliation is one of the features that

' renders Gramsci's biographical context different from that

I

: of Freire | Many of Gramsci’s political activities in Turin__‘

. wera carried out’ in relation to a political party orv'

'~b‘writings ‘to suggest that the Brazilian educator was

(P C I. ) from 92 1926 There is no evidence !h Freire s |

organization, namely the Italian Socialist Party (P S I. )

between the years 1913 1921 and the Italian Communist Party o

v

g
o

;yaffiliated with and carried out hisvandragogical

o



:-g:organization As such his pedagogical ideas cannot be

- seen against a backdr@ of years of intense political
.participation on behalf of particular party or organization

i

v'embracing a specific political ideology I ,/

o By contrast many of Gramsci's ideas that are of

"-“ relevance to Adult Education havesto be seen in relation to

AN

o the aforementioned years of party or ‘tical group 7.~_ -.
Q

":involvement : Even those fragmentary writings of his tth

""-experiences in relation to a particular political party or ;o

”\ have been collected from hi§ thirty three prison notebooks ;'

f»‘_have to be seen in relation to this background although it_h

is possible that some may regard these writings as a form

_of disinterested scholarship : In short one must never

lose sight of the fa that Gramsci was. first and foremost R

a. political theorist whereas Freire is essentially a

'vfpolitical pedagogue This difference is. somehow reflected

in their writings that are of relevance to adult education

,’f Because of-his-political»intnlvemenf *“d leadership (it

'fshould not be forgotten .that Gramsci became the P C I 's

r'e

”Secretary General in 1924) Gramsci was very much concerned o

"hwith tactics and strategies that would enable the

proletariat to gain access to power His ideas which are :‘

of relevance to Adult Education werecfherefore ‘€0 ceived as

';ﬁpart of an. attempt to formulate a general strategyvfor the



' conquest of'power This strategy becomes clear in
fGramsci s’ Prison Writings » One can therefore safely say
that Gramsci's adult education ideas do not exist in a tl

VN

. N
vacuum but on the contrary, ‘are suiiorted by . a

(3

oa’g &ohereg
, 3 e

_revd onary’theory which is exiiic t and has a certainV;

ct that it is formulated

'».th

PR A . ';
r aspects of Gramsci's theory were discus?hd namely the
relationship between State and Civ11 Society, Hegemony, the
! o .

Intellectuals, war’&f posltion and war: of manouvre

3

3
e
- It has often been argued (eg. Youngman, 1986) that
Freire does not have g f5volutionary theory to support his
“pedagogical ideas This is probably true to the extent '
that such a theory is not rendered explicit in Freire s'v
;ilwork although Rgggg_gy_in_gxggggg would be an, exception‘in

B this regard This id not to say, however that the .

’elements for a revolutionary theory do not exist in his_



r-. co- exist in a manner whish recaptures the "spirit and

s,
Rt S

1
) . 18 ¢ -~ or,. .. . B .
‘Awork In Freire s writings. Christian and Harxian ideals

R 3

| v.:ideological dynamics that have both informed and n 9 o

fﬁ‘ characterized the theologies of liberation that have

6

emerged primarily from Latin Amarica since the early 19705

'--T(Giroux, 1985 . xvn)

,~_’,

. "'.E

v The rela!ionship of Freire s work and Liberation
: 'Theology has been discussed in Chapter III‘”' What needs to -
'fvbe reiterated at this stage is that these ideals did .
: translate into political reality in the country where the :fg:*
::second successful revolution in the Region took place
'namely Nicaragua Christian and Marxist ideals were a v."
- source’ of inspiration to. the Sandinist’a Hovement both -
' before 45@ after the Revolution and appear to have thEir

'vivid embodiments in the figures of Ernesto and Fernando

Cor

LR EE R R R R TR N

18 It viould be relevant to. note that Marxian ideals inform

his theory. His first publications in the English. 1anguage
“are influenced by the kind’ of theory found in such early

- works by Marx as the Theses on Feyerbach, The Gérman -

- Ideclogy ‘and Ihg_ﬂglx_ﬁanilx The ‘Marxian influence is R

~ however, at:its. greatest in- the zggggggg_in_zxggggg where' g

Freire attempts-to come to grips with the econopmic = . S
conditions of an. impoverished nation and where, therefore

-gagi;gl_;ﬂu_l beconea a. very important source of

. reference

‘As’ Youngman (1986) and Giroux (1985) point out .
Christian 1ideds also constitute a feature of his worka' P
-underlying philesophy. . .For. instance.-such Christian ideale
. as 'love’ and ‘hope’ are considered asg. important elements -
~ina process of liberation through praxis' (Freire, 1970
' 29) ' , _



”Minister of Education respectively in the revolutionary

~f,Cardena1 the two' priests who are’ Minister of Culture and =;' .

W-Lm.

a

xGovegghent of. Nicaragua The foregoing may be taken as an

_,indication that there is revolutionary potential in thef

'Christian Marxist ideals underlying Freire s philosophy

-hThe problem though is that these ideals are not developed

“*vw

'_intoQan explicit revolutionary theory, one which lays bare

-a.!trategy whereby existing power relations can ‘be changed

“and which would no doubt render'Freire s pedagogical ideas

1more meaningful in the context of a revolution This is

“theoretical works cover a wide range of subjects and not U

r

and Freire s writings relevant to adult education

The revolutionary theory which supports Gramsci’s adult

education ideas appears to be all embracing Because he,'
> \ . s .

was first and foremost a political-ideologue acting in-thef-

service of the worker s political party,~Gramsci was
L J‘,l_.
concerned with the revolutionary process in its entirety
2 S

‘4~.‘,'

‘surprisingly, therefore his writings that are relevant to'

lﬁAdult Education encompass various aspects of the

Y

hfideological superstructure As indicated in Chapter 11,

these include writings on so- called highbrow and ‘popular";

.culture, the Media.andﬂsuch potential sources of workers’

L -

152

i perhaps one of the fundamental differences between Gramsci g

'and not with just one of its aspects For this reason his o

17

R

oy .
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Ly T
_Q g education as the/Turin Factories themab&ves In stark

i

contrast Freire restricts himself for the most part of ‘
' his work to consciousness raising engaged n!at the level?
i of popular education and writings on the edu&dtional role
:ffof the church Perhaps being a pedagogue rather than a.
i;committed amg Lnfluential political idhologue he was N

nh'primarily concerned in his writings with that specific area

B of which he hao direct vocational experience (A_Rgdggggx
-..;' fo ; Libe;atiog appears to be & notable exception in this

" regard). ST R

‘ ) . ;(;. » »
There are obviously other reasons that would account

v»‘.for such a difference including biographical ones.
’_Gramsci's great experience as a fu11 time journalist may be .
one of them, lp must have brought him into direct contact

‘;»-'fwith various aspects of the ideologicaL superstructure
"vForVinstance during his time -as writer and later, as

isub editor of the regional edition of ‘Avanti!' tne L

P s. I 's daily, he wrote nearly two hundred articles on’ the L
L ‘l W

? ;QjTheatre and a number of other pieces on. topical cultural
2ol

.f;ﬁ«no doubt placed him in a po;ition from _ 3:“.71=1”m

. - A .
5519 One must not. overlook the fact that Freire. has the
2% undeniable merit of creating an entire ‘and revolutionary
' philosophy. of education out GT his writings on such aspects
7:'of adult education o
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h cultural life It is hardly surprising, therefore, that
‘:.this aspect of the ideological superstructure should
vfeature prominently in his writings that are of’relevance .

to Adult Education~=- In focussing on Gramsci s _3-_-

L

_ journalistic activities,‘one would bes?oing some way
towerds explaining ‘the. reason for thi difference between

khis writings end those of g!:lo Freire
The main reason. however may well lie iu he~fact thatdf'"
..the focus of their activities which provided the ba51s for
their writings was. markedly different dIt ought ‘to be -
_remembered that Gramsci carried out his work in a city.
: which hed all the makings of an industrially develoged if
'ﬁ.centre, a, typically Western European metropolis with a‘d .
refined ‘Civil Society and most important from the o

°

standpoint of his work a- tradition of industrial '

3ganization

20 These journalistic writings must also have provided

“Gramsci with the necessdry experience whereby he could
utilize effectively newspapers ‘and periodicals as.
instruments of - education for workers

'.l*'

Jﬁl The emphasis in Gramsci's writings relevant to adult

s eduCation was placed on. the need for the working class to -
he‘orgpnized into an efffcient political force. ‘At the _
timéy Several vehicles for the organization of: the- -working -
class exigted in Turin. . These included. the craft. and' -
industrial .unions, the labour chambers and, most important,

’/ the Confederazione Generale del Lavoro (C.G.L.) - (Mancini,
1973 . 2).. ThefCommissioni Interne (Internal Commissions)

S constituted<an9ther vehicle - They represented’ the means "

- for worker. representation at the plant level and: Gramsci .

sought to, convert them into factory councils (Mancini 1973

& 5) :




1'_55} o

Had Freire operated in his capacity as adult educator

in any of the industrially advanced)fentres of Latin

America then his writ%ngs on adult education could
‘ﬁposslbly have encompasSed a variety of aspects of the

videological superstructure°22 However as indicated

)
.

' earlier he operated among the - rural masses (this applies

- ? B
to; both his African and Latin American experiences) and
~among marginal urban dwellers with a ‘recent peasant past

o living on the outskirts of the city (Torres 1982 ;f8é);'

S According to Torres (1982), the illiterates are

»concentrated in equal measure, in theSe two areas (p
o yéa);v It. is only natural therefore that literacy training
4vshou1d oonstitute the prime focus of Freire '8 writing
1i The‘issue of literacy immediatelyuleads to a
“cgésideration of another noticeable difference hetveen :
'those writings by Cramsci and Freire that are pertinentf::‘A\
the.topic of adult education Freire writes almost f, a;t...w
'exclusively on a literacy education while Gramsci almost‘
-completely neglects this aspect of Ehe adult education f.l
v process There seem. to be few if any references to: the
: o .

roblem of literacy in Gramsci's writings This would -

immediately appear to be understandable given the focus

'22 in A_zgdggggy_fg;4hihg;§;12n Freire ventures into the
’sort of issues one associates with such industrial centres



N S

in his writings on Piedmont where according to Coser_:

(1977), the illiteracy rate in 1918 stood at eleven per»;
e
cent (p AIQ) dﬁevertheless, one must not overlook the

fact that Pramsci attached a lot of importance in his e

o - -

writings to the problem ef the South that part of: Italy =

,A’ .

from where he hailed and which constitutes ‘the subject of '

t

somevinsightful'writings‘on hig pa t. It ought to be

rei'é eﬁ that he considered the Pe sant Class of this
impoverished region as - indispensable
“workers stare characterized by nationa .popular .unity
Given ‘such considerations in his writings and his first

hand knowledge of the area in question it is somewhat

K surpris ng. that he should fail to address the issue of -

g\d;i;litiracy which, as’ arready indicated ‘was widespread in

=1 the South 23 e A_: - B B } ,Aﬁ

One explanatiori could be that Gramsci @eved the .

or the'creatién of a

. . 1756 - »."‘_

-quastion regarding the'liberation:of the Southern péasantslb-'"v’

within the context of ‘an alliance of classes under;the )
o leadership of the industrial proletariat g

J

.we favoured a very realistic and not at all ‘magic’

formula of the land for the peasants; but we wanted it

- . to be realized inside the framework of the general
- - revolutionary actién of the two allied classes, under
' the leadership of the industrial proletariat" N
(Gramsci 1957 :°30) . : :

23 See tootnote 3

oy

s



with other classes particularly the

"-14,

!ﬁ K3

class In order to peguge_the °°“$°“€48£ such claasesv it

had to" demonstrate that it could lead a§q, therefore thet

P . i

o Gramsci must have regarded asggf immediate importanee an

.,.>

: adult education process capable of instilling in its ‘i"'

members the essential qualities of sound organization goodi‘»t

leadership, and cultural awareness This type of adult

ﬂ

'education must hava been given top priority by Gramsci and

this may go some way towards explaining why Gramsci
IR

B focussed almost exclusively on a process of ‘adult: education

;for the northern industrial proletariat In his view the 2

‘onus of preparation for the role of leadership fell on thisjv B

-~ )
particular class rather than on that of the impoverished

PR |

K Squthern peasants
Freire, for- his part does not appear to have shared
" this view with respect to the countries in whlch he

| ;"worjsed.‘ Walker (1980) states that like Mao, Freire finds .

1rpvolutionary potential in the peasantry than in

‘ J,

vfthe*ugban proietariat He points to a passage in Freire ;Sf

which seems toﬁgpnfirm this "large-sectiong_of the 5; 1“1;,“

-

outhern peasant _~]}zgﬁ.‘fgi

PR



hoppressed form an urban proletariat especially indthe _more

'.industrialized centres of the country Although these

-

"sectors are. occasignally restive they lack revolutionary v"

(i emselves privileged

?-eceits and- fertile
'promises usually finds fertile soil here (Freire cited
in Walker 1980 :137, 138). In order o be able to -
accomplish the task of liberation, the peasants have to‘-
‘overcome the problem of illiteracy.which is very acute
among'them. -He must have~fe1t that through their

. ~

t
- engagement in\\fprocess of literacy education aimed at

cpnsciousness raising, the conditions for a revolution

. weuld gradually begin to develop Furthermore!,histfrican,

éxperiences provided him with avsituation where the}

illiterate peasants had a crucial role to play in,the.

process of consolidation of independence (this normally-‘

inyolVeS'a_proceSSQQf liberation or ‘decolonization’ of the

minds). One ought to remember that the peasants in Guinea -

Bissau;<Qape Verde, Sao-Tomei and Principe could nbt-rely
' 1on the ‘leadership’ of'an industrial proletariat since such
a class was virtually non- existent in these countries

(Torres, 1982 : 88).
? / )

&

Freire stresses the importance of literacy training

among the underprivileged rural masses He regards.vq

e

' -literacy;training as a "set of practices that'functions to

158
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"ﬁr:
LA

either emg ower . or disempower people" (Freire Macedo 1987

1

VIII) He therefore srgues that 1iteracy has to be seen -

‘

' Q as a form og cultural politics (Freire Macedo 1987

VIII) " The qnestiqn which he appears to be.posing is

= whose culégge should constitute the source of 1earning in !

S

the 1iteracy programme? And as has been shown in Chapter
; II Freire believes that the culthre of the ruling middle

rclass would serve to render literacy training. among the

.'underprivileged, a process-of-fdomestication , IE would :
serve to continue to’diseﬁpower the ‘oppressed' Freire

-of course believes that\‘in order to serve ‘as_a.means of
'politicel empowerment for ;he O;%ressed a 1iteracy

"education must be closely related to their cultural and
g . \/._« -
: material surroundings Therefore, in Freire s proposed

process of adult education, the“culture_of\the learner
: B

‘constitutes the basis of the whole)programme As indicated g

in Chapter II this is ro%ted in the'belief that in being
2l 50"" G O

. able to focus on theLr ewn cqlture the Oppressed would be ‘

ORI I N Lo
in . a pbsition to. perceivea;he contradictions governing

their reality As suchg it appears frdm his writings thst
Freire considered éhe culture of the Oppressed to be the

approprfate source of their own knowledge.
f"'*u ,’;f?“f’ RS
;m»vffm”';f - éﬁ'ﬁ’"ff’ e

A ! [

\

Gramsci differs from Freire(in this respect He ,",'“"

[
/

believed that themculture of the Oppressed is valid only in ¥

s "' PN ) _ B
. s SO Cet . B
Yoo G S



’ .”part Gramsci felt that it contains elements of what he

"calls ‘folklorev elements that serve to distort the _1ﬁ}{

'Oppressed' ‘weltanschéuung r rendering it a fragnehtary

one. This is a view which Freire must share considering

3 .

his frequent references to the. role which superstititon

.;!:ic and traditional religious beliefs can play in

';maintaining the Oppressed in a position of subjugation (cf.

'A.Freire, 1985 : 131) . Freire would nd. doubt argue that a;

>‘fegess of conscientization’ through literacy would 'serve: 7"

X ».
B 4
Ado away with,such distorting elements."

Gramsci would have posited however that an education

W
proce&s rooted only in the OppreSsed's c;&fure would not. be

sufficient to provide them with a more coherent world

_ view. As indicated in Chapter I Gramsci felt that it was

the role of the organic intellectuals ‘(Gramsci would regard

e

the:adult educators of the working class as organic

»

intgllectuals) to convert ‘common sense' (ie. ‘untutored’
. ltg - - ) - ) -

'hﬁlosophy) into ‘good sense’.  Gramsci felt’ that),

“vdo this,hthe organic intellectuals, in their

.éapaciqy;as educators had to be. engaged in a continuous

effort to combine those positive aspects of one s own

\

' ”culture ‘with aspects of those forms of knowledge which ‘have

withstood the test of time and are the product of

sgecialized scholars, It should be‘reiterated_that'Gramsci



.AQ-

7:'fbe1ieved thdt the authority of these scholars derived not ’
B },.‘ o

-_from social but from intellectual criteria (Entwistle 1979_

C e

.é ee
- As also indicated in Chapter I Gramsci considered the'
»nlatter type of knowledge to be an integral part of the
:v cultural heritage of\ vilization It is the knowledge l
lvjfwhich mankind has accumulated under the yoke of capitalist ﬁ';'
society, landlord society and bureaucratic society" (cited

J in Entwistle 1979 44) ‘It may be argued therefore

l_that .unlike Freire Gramsci attached importance to what

.ffor the purposes of brevity, may be termed standard
'f{knowledge . And as indicated in Chapter 1 it is ‘
";reasonable to assume that this applies both to his writings .?.'

. on the Schbol and ‘to those dealing with the education of

5.. .

| adule '
,

s 2 . L A
Historical information may be’ regarded as part of uhis” bf‘m
»knowledge And . as indicated earlier Gramsci must have .
considered such knowledge relevant to a process of adult
'.education, considi:ing it as. part and parcel of the

b‘baggage which the working claes needed to be able to

: develop its own culture out of thet culture which he

iregarded as the product of f“.'ization Gramsci mret also $Q~

'have felé that such infomatf’n'would render the discoursee

8 and opinions of workers informed ones, (Entwistle, 1979 :



,,47?. This may be evinced by the fadt that one of the

: reasons why he denounced the Gentile Reforms was because
- . + s : .
they were destined to deny working class pupils a wealth of

2
S

"objéttive knowledge consisting of dates facts figures_bv
and mames; 0 oeTUo Lol
] previously, the pupils at 1east acgufreﬁ a cergain
- ‘baggage’ or ‘equipment’ (éccordtng to: ﬁdste)%o

‘concrete facts. Now, that: the. teacher-mustabé BT e
specifically 3 philosopher apd aesthete the pupil dbes *txn

‘-,not bother with concrete facts and fillsgh@s héad with

.formulae and words which usualhy‘mmaﬂin thidy %o wim, &.ﬁ:;

and which are forgotten at once . CGramsci kSlL W 3 )
v : FoR ey

.y‘ - Loy

'»5-'-'4.-’!2 k@

. . A A U RN . B 3
. T e . ) . o B SRR
‘e ] e . Lo . t_ 'f‘
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This quote has been extracted from a piece of‘writiﬁg

AT Y

dealing exclu31vely w1th the education of children ,\"
o .

.1. 'i'

a

g Nevertheless it appears to be quite &eéfvant to the :
. ST n

B -process of adult education that Gramsci proposed ! It is R

. )
e v

relevant not only to the area of the cultural “'b’f* .-

‘ e L
X 3 N

preparation of workers but also to that of technical”"‘

3

' education The latter was considered by Gramsci to be an

f .
‘ 3

162

essential component of that process of vocational education “

which the trade union and the factory council together

»had to\providé (Entwistle 1979 147) For even technical.:.'

.'\9 X f’"

Veducation involves the mastery of a certain ‘standard'

0

v

o knowledge and,facts. S

.

L 4
v It would therefore ‘be. legitimate to assume that Gramsci

intended proletarian adult educatiqn to entail the transfer

o



~p Lo
woo
of a certain amount of qoacrete facts And as Entwistle"

(1979) points out the emphasis which Gramsci places on

‘such .a baggage of ‘facts -suggests that he "held a view ofgk"

1earning which is not ineonsistent with the notion, now p‘ QC)-
\.-

used pejoratively, of education as banking .. (p 47)

’

For Gramsci, education had to be intertwined with
instruction the process whereby such ‘facts had to be S fVF
transmitted It is ~comimon knowledge that Freire considers' L
v ‘banking education to be anathema. a point underlined in'
: Chapter III In this Chapter, it was stated that Freire
v 1ists a number of features that characterize ‘banking
. ' education features that convey the impression that under
:‘,;_ 'this system the learners are ‘depositories or
.v‘receptacles’ to be filled with knowledge They are
passive recipients of information and therefore objects o
' rather than Subjects of the learning process | 3
. . . _ "
‘ Gramsci writes to the-contrary He believed that there
- ncannot be a passive learner“a mechanical” recipient of v Q~‘tf:
.'}'abstract knowledge (Gramsci 1971 :A34)¥‘ Learners'were
o giconsidered by Gramsci to- be active beings capable of
‘ restructuring the knowledge they receive and using it for
;jjf"‘,i EHE{B;Q ends (Entwistle, 1979 66)'He believed that

{f;af they reafaShion it according to their individual

PO A S S T
.3 el Y e . Bt P AR
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consciousness which he argded reflects the social and

cultural relations to. whit% they are exposed (uramsci 1971:

"35) Once again this point was made by Gramsci in Vf,
- Y & v
_'-relation to’the schooling of children Neverthelégs

T

| “°U1d equally have bifn qpplied in relation to aduﬂts z"'o,;';‘“

an adult can perform this. task of assimilation even better ’

R I T Y

given that because of his experience his consciousness’

Co =

S
'reflects a much broader set. of social and cultural
relations I 0 I L
L L 7 _' . ;)1"" S . ,ﬂ‘?

. R ,/. P i

:'Gramsci must;have therefore, considered a certain
amount'ofl‘banking education necessary in a process of

g{adult educafion and,there ds biographical evidence to show
‘,;that he did indulge in this type of edu;:tion, delivering

P

3'talks with the air of a "Marxist Head Prefect“ (Gwyn’
Williams cited in Entwistle 1979 182) ' However, other

biographical accounts show that as an addlt educator

bGramsci led discussions and was -ever so receptive to the'
SRR

-'ideas of hisgiorker students y Lajolo (1980) remarks that

during the heated discussions which. took place at the Club

Vita Morale Gramsci did not do much talking, limiting

Q
himself to offering suggestions regarding ethical conduct

R ’ "'y AT
: reguesting.the clarification of certain views or making

5 L -

somehobjections with a view to‘preventing cbntradictory

7 re



Ms3t*
: ‘form of adult education It had to be characterized

'famount of instruction,“of.banking education,”neceSsary;

S T e S o
‘arguments. His was the attitude of the socratic teacher,

'“fp a patient educator whoﬂrefutes‘rhetbricfandjdemagogueryp(p;'

rtance of instruction, of the transmission of: COncrete

RS, Gramsci believed in the validity of dialogue as’ a

however by informed opinions, by the expression of

v'statements substantiated by concrete facts As indicated

V i in his criticism of . the Gentile Reforms he believed that

without such concrete information. dialogue degenerates

All this may indicate that while acknovledging the tf )

'into verbalism, rhetoric,_a point confirmed throughout the vi.' '

above account of his conduct during the discussions It is;l

this consideration which made Gramsci regard a certain o

However the questions to be asked at this stage are:

Can toncrete facts be transmitted in a dialogical manner? o

_/—

'Does instruction necessarily have to be ‘banking

----.;-----'.---- 1

24 . This point has been paraphrased from Laurana Lajolo s
biography of Gramsci, entitled:. :

" ‘sconfitto. _The: relevant paragraph reads as’ follows ‘
" "Durante le accese- discusaioni del 'Club di vita’ morale’ -

Grameci non parla molto: preferisce dare nuggerimenti di
comportamento etico, o chiedere precisazioni 4 @vanzare.

dei ragionamenti‘ -con, l'atteggiamento del maestro .
socratico, dell’educatore. paziente ed appassionato, che

35)

‘obiezioni al- fine di evitare 11 procedimento contradittoriof‘gh R

'f{ rifiuta i discorsi retorici e demagogici " (Lajolo 1980 f"



| 'education ? There is little evidence in Gramsci s writings 0

'to suggest that he attempted to ‘answer them The same
. cannot be said of Freire, espec1a11y when taking into
: consideration one of his recent works
In A_Beéwmc.fer_nher.e.ien Fre ,‘
'explore the possibilitfes for dialogu

attemptsfto'

fered by a method

of . teaching traditionally associated h ’banking
~
'education"- the lecture Freire believes that lecturing

Lo )

does not have to be a form of. ‘banking education' and that -

it is possible to have a critical lecturer one who would

e

'use his speech .as-an oral codification of a problem to be
»decodified by the educatee and the educator together (Shor

Freire, 1987 : 39, QO). He posits that the 1ecturer should

byuse'his speech as an instrument of-unveiling reality.zs

Banking education remains anathema to Freire even in .
vthe context of lecturing, a mode of teaching which has been

.1and still continues to be favoured in adult education

%

vcircles Gramsci hOWever appears ‘to have recognized a -

K3

certain validity in this type of teaching,_without which

education becomes mere ‘educativity

~

_ 25 One assumes that Freire is referring here both to
method and content.’ Certainly the degree of success would
vary according ‘to the individual attributes of the various
teachers. Needless to say, a gifted teacher has a greater
* chance' of being successful in rendering his. speech on oral
codification of a problem to be solved. ‘This interesting
point. warrants greater elaboration by Freire

.. e



From ‘the foregoing discussion of some of the

differences between Gramsci and Freire s ideas relevant to

t -
R .
>

-, adult education one may arr1Ve at the" conclusion that each

- ~df the two theorists appears to stress.aspects which the

. other either overlooks or underplays In comparing their

lh respective ideas, therefore, one might be. proyiding the'.
basis for a synthesis, provided that the complementarity

 can be séen This synthesis will however ‘have. to be s

developed at a higher level of theoretical discussion

'
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