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CHAPTERONE

INTRODUCTION

This book attempts to explore the interfaces obsetihg and its cultural
setting in Kerala, the southwest costal state dialnin the initial phases of
this work, my research topic often failed to offdae possibility of a
precise single line description while expressirgglérger theme. Though
on many occasions, to the casual question “whayaweworking on?” |
tried to provide short answers, they all remaingdee broad or vague,
failing to express the purpose of my work. The lgasiailable answers to
describe the project were ‘education and cultuoaitexts’, ‘ethnography
of education’, 'sociology of education’, ‘primarydecation in Kerala’,
‘ideology and education’, ‘cultural reproduction @ducation’ and so on.
At the early stage of this work, when | offered taar key words as
descriptions of my project, | had not yet fully z= my research
guestions. Complexities ranging from narrowing dotlva objectives to
conceiving the theoretical and methodological frenméxs occupied the
core of the project. These inevitable dilemmasHhea evolution of the
research problem were mainly due to the larger mganf the term
education and its increasing potential to deal wiithe-ranging as well as
intersecting issues and themes. Moreover the ‘@mgss’ of Kerala's
educational setting and its socio-political chagachade the task further
challenging.

In the initial phase of my inquiry, | was involvgatimarily in a
resistanceagainst the dominant structural functionalist aegteilopmental
paradigms in educationPedagogy of the Oppressed (Frierie 1970),
Deschooling Society (lllich 1974), Schooling in Capitalist America
(Bowles and Gintis 1976) anBeproduction in Education, Society and
Culture (Bourdieu and Passeran 1977) were some of theipeaicritical
works in education that initially shaped my owrticél understanding of
the concepts of schooling and education. My prelary readings of
educational literature introduced me to the ided #ducation serves as a
means for development of the individual and socifdy nation building
and so on. This functional notion was often centoathe discourse of
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education as a discipline thereby marginalizinggmoring the multiple
dimensions in which the process and the disciptiheducation can be
understood.

In the Indian context of educational literatureoalthe ‘input-output’
assessment of achievements is the dominant peirspeéiducational
studies seek to explain the role of institutionsbimging social change
and development, but fail to provide crucial linkago important aspects
of society and culture.

The 1964 Education Commission, soon after its agpwnt, invited a
group of sociologists to make a sociological evédumof the education
system in India. In its report, the Education Cossitn has stated that
research by social scientists in the field of ediocais an urgent
requirement. The discussions in the collection apgrs by a group of
sociologists have identified three broad themeswirich educational
research should be focused. 1. Education and eulPurEducation and the
social system. 3. The internal organization of flystem of education
(Gore et al 1967). Even though the significancéhef linkages between
education and socio-cultural factors was recognieihg the Education
Commission of 1964, the research investigationshose areas did not
make any impressionistic development.

As Krishna Kumar et al note, “All one can find ihet name of
educational analysis is a body of promotional éitare. Apathy towards
history and a studied blindness towards the linkapetween education
and social change are two prominent characterigfcshis literature”
(Kumar et al 2001: 560). They further argue thad thanner of analysis
has helped the state to construct a smokescredanh wiiscourages any
critical study of primary education policies ane@ithimpact. As it is, the
social sciences in India have been indifferenth® $tudy of education.
Here, my research direction is not towards any attempéualuate state
interventions in education in the form of policesd programs. However,
I make certain connections to some of the polignges and implications
that emerge in the context of Structural Adjustmieragram (SAP). The
direct connection of this factor to the major disgions in this book can be
identified in my examination of District Primary &chtion Program
(DPEP) and the curriculum reform in Kerala in thil m990s. The focus
of the present project has shifted from the adrtratize discourse of the
program to the socio-cultural aspects. | would tikelaborate on two key
guestions that might surface here. 1. Why did éctethe area gfrimary
education in contemporary Kerala? 2. What is the significance of studying
the cultural aspects of education? Firstly | will sketch briefly the
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educational map of contemporary Kerala and theosogitural profile in
which it is located.

Educational transitions in Kerala in the last tvezades offer immense
scope for sociological and anthropological reseanmth understanding as
well as entry points for examining cultural medias in the field of
schooling. In the backdrop of the much hyped ‘Kanmalodel of education
and development’ and its critique, it becomes $icgmt to go deeper in
understanding the nature and cultural meaningdo€ational transition.
The field of primary education in Kerala has beeubjascted to
considerable interventions in the forms of curnienlrevision, to debates
and controversies over the restructuring of pedpa@ogl to discussions on
the increasing private initiatives in education retent years. Before
looking into the developments and debates in K&rgdemary education
in the last decade, which is the entry point of fhioject, there is a need to
understand its educational profile and the socitucal context.

In terms of national educational achievements Kesthnds ahead of
other states, in the number of schools, numberaifigd and qualified
teachers, children’s accessibility to school, etlaoaof girl children,
lower rate of dropout and material conditions oficaing. These were
some of the key indicators in the making of thecalbed “Kerala model”,
which became significant in the developmental laage of the 1980s and
after. Broadly, there are three categories of sishiooKerala. Government
(run by the state government), aided (run by irlisls or groups, and
partially financed by the state government) andate (totally governed
and financed by individuals or groups) schoolsthese three categories.
Besides these, there are also a few schools ruhebgentral government
and schools under special schemes.

Statistics prove that Kerala is placed far aheadtlér parts of India
and other “third world” countries. This includesigh rate of literacy, life
expectancy, low birth rate and low infant mortali high level of
political consciousness, education, mobilizationl dealth care are the
other main factors which constituted the so callédrala model’ of
development. However, simultaneous with this prgj@cmodel of the
socio-developmental profile is its dismal conditionterms of economic
stagnation, high unemployment rate, low per capittome and fiscal
crisis. The Kerala model and the socio-developnigmtsile have further
collapsed in the mid 1990s in the wake of incregagiconomic instability,
high suicide rate, increasing sex scandals, vi@eagainst women, crime,
and political and communal conflicts. The crisesthi field of higher
education and professional education correspondh wie increasing
population of the unemployed youth in the state.
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The achievements in primary and secondary educditnot result in
creating employment opportunities and job marketsttie educated. The
quality of education has become a crucial thendiszfussion in the policy
making of school education. When the Governmentingia and the
Ministry of Human Resource Development opened egfitiid of primary
education for external interventions in the formooeign aid, Kerala also
figured in the list of sixteen states that came eunthe collaborative
experiment in primary education. This initiativeprimary education that
characterizes the involvement of agencies like tWerld Bank
materialized in the year 1995 with the introductioh District Primary
Education Program (DPEP). Introduction of a forefgnded educational
program in Kerala, the state that had achieveditjeest enroliment rate
of students in primary education, provoked crititiSrom different
quarters.

In the year 1996, the Kerala state government edvihe primary
school curriculum as part of DPEP. The curriculippraach in DPEP was
entirely different from the existing methods of deeng and learning.
DPEP introduced a new set of ideas and techniquesrganising and
implementing pedagogic materials. Curricular atitéi were transformed
into group based exercises, discussions, semipapgect works. These
replaced the lecture mode of teaching and the dektltentred approach.
Student centred and activity oriented learning mesh were given
emphasis.

However, the alterations made in the curriculum kedo mixed
responses from different groups of people; it @eéatvide-ranging
discussions on the matter of primary educationoa#ir the state. There
were two major dimensions to the debates over DRER was on the
intervention of World Bank and the other foreigreagies in the field of
primary education in Kerala, during the rule of ttedt front government.
The other critical point was against the new restning in curriculum
and pedagody The argument was that it did not fit in with the
contemporary educational goals, social needs, enprand market. The
DPEP curriculum was exclusive to the government aifuttd schools.
Private schools, at the same time, had begun tm fsirategies to
accommodate the educational needs of the critidhefew curriculum
introduced by DPEP. These wide ranging issues andldpments in the
field of primary education in Kerala offer enormaqustential for a socio-
cultural investigation into the sites of schoolif@PEP and curriculum
revision was one of the crucial movements in thecatonal history of
Kerala. The DPEP curriculum introduced pervasivaanges in the
structuring of school practices. These wide rangimgnges in the primary
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education system of Kerala propelled my interestudying the processes
of transition in schooling and locating them in tbeal cultural context.

Shifting the discussion to the second key questithe—significant
cultural aspects of education—this book focuses on theumllt
mediations which take place in the everyday of ethg. Initially, the
research problem was formulated as a critique thatstioned and
disturbed the neatness of the ‘Kerala model of idgweent’ in general
and its educational achievements in particular. Sigmificance of this
attempt was that besides providingudtural critique it tried to redefine
the celebrated Kerala model of educational deveypnagainst the
backdrop of revivalist ideologies, communal cortfliand increasing caste
and gender inequalities. There has been a notéiskenae of critiques of
the educational development in Kerala from the disiens of social class
and gender. Most of the studies have made use uaitifative
methodologies or have been confined within thecstinal functionalist
paradigm of research, including micro level analysipparently, attempts
that mark the linkages between education and @hiave remained at the
margins of research in Kerala. However, this methagical gap is not
peculiar to the studies on education in Kerala eldn the vast body of
Indian literature also, the cultural underpinnirafseveryday practice in
schooling have been limited to the margins. Befoesiewing the
perspectives of educational inquiries in India, Ightight some
methodological and theoretical issues in understgndhe process of
schooling in the larger context of education assaipline.

There has been a methodological gap in the undelisi; of the
process of schooling between two dominant persgexti First, the
structural functionalist and developmental paradigmeducation treat the
process as the means for social change, growtkopalrdevelopment and
nation building. The system of education is treatesda resource for
human development. This functional notion of ediacaDurkheim 1956)
was central to the discourse of education as aipfiise about four
decades, thereby marginalizing or ignoring the iplalt dimensions in
which the process of education can be understobe. dbsence of a
cultural critiqgue of the educational process wasftmdamental weakness
of this perspective.

McLaren and Giroux (1995), in their preface to ‘Bbdheory and
education: A critique of theories of social andterdl reproduction’
(Morrow and Torres 1995), underline the absenciefreflections of the
new theoretical movements of social sciences inréladm of educational
inquiries. This argument, though a much later apagcerns the limitations
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in educational research especially in conceiving linkages between
education and socio-cultural dynamics. McLaren @irdux write:

Over the last three decades the social scienceswiaivessed a number of
exciting theoretical developments. Regrettably,dbeiology of education

has not always reflected these new developmengderpng instead to

restrict its reading of social life to a truncatbeoretical framework and
epistemological parochialism (McLoren and Girou®39ix).

This argument has emerged as part of the attenmutotade a critique
of the theories of social and cultural reproductioneducation (Bowles
and Gintis 1976, Bourdieu and Passeran 1977, KheaokHalsey 1977).
The dominant role of the theories of social andural reproduction in the
1970s and after has brought a new language agéneststructural
functionalist and the pragmatic approaches in eibrca

Most of the investigations of educational systenmspired by the
critical vision of thenew sociology of education) focused on the concept of
reproduction because it provides a convenient gjiatheference point for
comparing the full range of conceptions of the tiefa between society
and education. Such endeavors underscore the &skdgtween the
process of schooling and the socio-cultural asp&éthatever a sociology
of education does, it must make sense of the ¢anion of educational
activity to the processes of socialization as ar@@wf social continuity
and potential discontinuity, or reproduction of tfigen and production of
the new” (Morrow and Torres 1995: 7). In that sofita framework, the
analysis of processes of schooling can be foregiedrather than be
confined to the evaluation of educational outpute Tpresent project is
framed in such a way that the focus is on the wHysocial practices. It
makes the desirable distance from conventionabnaotif schooling that
reduces the process into the realm of teachingle@auching through the
defined structures of curriculum and pedagogy. Mytne into the
proposed framework was through the initial dialoguith the social and
cultural reproduction theories. The theoretical gilmities to understand
the site of schooling thus opened up my engagemithtthe concepts of
reproduction in education.

From the late 1960s onwards, the renewed insightdarxist social
theory, structuralist approaches in anthropology sotiology and the new
sociology of education (Young 1971, McLaren 199@ravtranslated into
well-articulated educational critiques questionthg dominant structural
functionalist approaches and developmental parasfigfime question of
reproduction of the relations of production hasdme crucial in the arena
of educational explorations (Althusser 1971, Bowdasl Gintis 1976).
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The reproduction of the social division of labouithin the premise of
educational institutions and the legitimizationdofminant and ruling class
ideology through the instruments of pedagogic comigation were
subjected to critical analysis by a number of sailglboth theoretically
and empirically. After an extensive investigatiorioi the links between
cultural practices and habitus and the schoolingtesy in France,
Bourdieu argues that the French school curriculanges the cultural, and
therefore class, interests of the middle and upfesses. To put this in
more concrete terms: “the educational system remesl all the more
perfectly the structure of the distribution of cultl capital among classes
(and sections of a class) in that the culture wiitidhansmits is closer to
the dominant culture and that the mode of incubecatio which it has
recourse is less removed from the mode of incuoafiracticed by the
family” (Bourdieu and Passeron 1977: 493).

However, the theories of reproduction failed to ammodate the
conceptual and theoretical issues which are sifuaiside the domain of
Marxist and Structuralist paradigms (Morrow and réer1995). | do not
intend to state that the theories of reproducti@meanot critically looked
at. The point is that the large amount of crititt@rature that emerged for
reformulating the theories in reproduction could escape the boundaries
of Marxist class analysis (Apple 1982, Connell 1,98&xler 1987, Liston
1988). Presumably, the issues of race, gender ued ethnic and cultural
factors remained unnoticed in these analyses afddicly. Moreover, the
deterministic and mechanical properties of soaial eultural reproduction
theories did not allow any room for theorizing sfgpant categories such
as agency, resistance and the multiple locationpoofer (Willis 1977,
Giroux 1983, Scrase 1993, Morrow and Torres 1995).

By critically analyzing Bourdieu’s proposition ofiltural inculcation
and ideological indoctrination, Willis (1977) expses his views (similar
to Gramsci’s notion of counter hegemony):

The working class does not have to believe the dantiideology. It does
not need the mask of democracy to cover its facgppfession. The very
existence and consciousness of the middle cladeéply integrated into
that structure which gives its dominance... the wagkelass is the only
group in capitalism that does not have to believe dapitalist
legitimization as a condition of its own surviveVilis 1977: 123).

Willis thus attaches in his argument the possipitif the subordinate
class’ political consciousness and resistance tsvéine dominant class
structures. In fact he recognizes the scope ofequmally developing the
notions of power and domination from a multi-dimiensl approach. The
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positive vision of Willis (1977) towards the idefresistance (the counter
ideological) was critically reviewed. The argumevds that the essential
approach should be on understanding how theoriesesiStance can
analytically record the way in which class and utdtcombine to offer
outlines for a theory of cultural politics (Girouk@83). Moreover, the
theoretical issues developed over the theme of@gelassification — the
guestion, how do distinct agencies such as schdalgjly, religious
institutions and media function with the agendairsfulcation of the
dominant ideological current, seem very obscure @rdplex; especially
when it comes to the question of reception and @ispn of the
ideological categories that are channeled throhgke agencies. This is
because the modes in which they operate and tloomes occasionally
differ; sometimes complementary and sometimes wtiniy), depending
on the context. It is highly challenging to distiigh the range. An
empirical control over this issue is not feasibled asometimes the
boundaries of different agencies are ambiguous idedtifying them
becomes problematic as they are interchangealdyddc

The field of cultural reproduction theories has rbemubjected to
different modes of critical evaluations and inteniens across the borders
of disciplines. A series of such interventions laeated a productive
space for debate that can redefine the theoretindl methodological
approaches in understanding the process of sclgodlimeories of social
and cultural reproduction have provided an opemingddress the issues
of power and domination in educational practice. dfssussed earlier, the
areas of inquiry take different turns and the deomaf reproduction
theories have been subjected to critical interemsti from various
theoretical sub fields. The initial areas of consawvere redefined and new
arenas were explored within the reproductionistoties in different
stages. A series of academic interventions by gamdonew conceptual
and analytical tools have provided new theoretaadl methodological
possibilities in the realm of reproduction theor{®¥illis 1977, Giroux
1983, Morrow and Torres 1995).

Crucial to this inquiry, contrasting from the fuimctalist and
developmental approaches, educational institutiontheories of social
reproduction are linked with power, knowledge, ahd moral bases of
cultural production and acquisition. In other wqrdleories of social
reproduction in education point to the interplaytween theories of
culture, society and education, and hence the largetext in which the
themes and issues in sociology of education (thg.study of the school,
classroom, curriculum and pedagogy) are played out.



Introduction 9

The development of the reproduction approach inimitial phase of
formulating the research problem, as the sole dénanof understanding
the issues in education, had later been transptsed wider field of
multidimensional perspectives through which difféarenodes of cultural
practices can be observed and explained. Whiledtatng my theoretical
and methodological framework, in order to go beydinel deterministic
and mechanical conceptions of social and cultwpiaduction theories, |
propose to focus on sets of practices in the gieschooling. The
analytical constraints within the theories of refrction had led me to
examine the possibilities of deploying the concepteh as critical
pedagogy, capitals and habitus in order to undsddtae cultural locations
to which the system of education intersects. Thesmild offer
possibilities of understanding schooling as a fiefddifferent modes of
practices, negotiations, relationships, strategied conflicts among the
participants. These practices constitute cultutgpuots in the forms of
production, reproduction, counter-production ansistance. The analysis
of these processes requires an examination of vhey@ay practice of
schooling in order to trace its interconnectednesociety and culture.

As | have previously mentioned, most of the crltié@rature on the
‘Kerala model of education and development’ revelagound a similar
methodology relying more on quantitative inferenoesonomic analysis
and altogether an input-output evaluation of theletset of processes in
education, thereby distancing from the context #igeccultural
mediations. These attempts do not focus on theydagrsocio-cultural
aspects of school life. This project hopes to asklthe methodological
gap in the understanding of the practice of schgolthrough an
ethnographic study. In Kerala the contemporarnestéprimary education
with its structural changes and transition offeditidnal possibilities for
an ethnographic understanding of the practicestodaing.

Ethnographic approaches in educational researcle lgwrged to
prominence only in the recent past (Spindler 19B2¥ore the 1980s, the
scope of ethnographic interventions in the spatsstwoling remained in
the margins of educational enquiries. The relatibsence of deploying
new frameworks in social theory and methodology haaslaved
educational inquiries within conventional boundsri&€thnography as a
methodology, which was understood as a domain withie “parent
discipline” of anthropology, had been limited taidying only limited
social institutions.

Though classical anthropological literature hasegiyprimacy to the
concept of socialization, its explanation from ayercy perspective was
limited to a few institutional analyses. But thetfaemains that some of
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the key institutions like that of education was rgiven adequate
importance for theorizing socialization and culturansmission from the
anthropological perspective. The major focus wasnarriage, family,
kinship, economic organization, political organiaat religion and so on.
This was true equally of anthropological studiesha west as well. The
present situation is however, considerably divehse to the proliferation
of different sub-fields of specialization, such education, theatre and
performance, nutrition, cognition, psychoanalypisychology and gender
(Moore, 1994). The argument for not including edigcain the analytical
framework may have been the absence of organizgd wfaschooling or
the lack of institutional forms of learning and d¢bimg in the so called
‘primitive’ societies since the major focus of amthology was restricted
to those communities. However, even after the esipan of the
anthropological subject of research into a widegeaof issues and topics,
we are left with very few attempts that explore $pace of education with
an ethnographic lens (Spindler and Spindler 1987).

The need of an ethnographic approach to unravelptiogess of
schooling is more or less absent in the populaetsidnding of schools,
especially in the case of government primary schadlich are perceived
as familiar, monotonous and self-explanatory. Thpasent ordinariness
of the primary schools provides the notion thatcggdeefforts are not
necessary to understand the discourse of schoelti@st Thus a micro-
level approach in this area becomes irrelevant dk@n a researchers’
point of view (Sarangapani 2003).

However, the last decade has witnessed the risthobgraphic studies
in education in the Indian context (Thapan 1991ruli 2001,
Sarangapani 2003). Such efforts in understandiagtieryday practice of
schooling through ethnography have prompted me pplyasimilar
methodological tools within the context of Kerala@Educational system.
Imagining such a methodology, this project, adatger objective, hopes
to underline the cultural meanings that the edooati system
(re)produces. It seeks to understand the contdbstof the educational
activity to the process of socialization. Here, ttem schooling is
understood as culturgfactice rather than just as a process of teaching and
learning of prescribed texts and topics.

The study is located in Dharmadam, a north Kerallage.
Dharmadam, has an area of 10.68 sq. km. and a gtapulof 29,169
(Census of India 2001). The 24 primary schoolsis village fall into the
three aforementioned categories (government, aaaheldprivate). Besides
this, the District Institute of Education and Tiag (DIET-a centrally
sponsored scheme for restructuring teacher educaiod providing
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academic/resource support) has its centre in DidamaThis village has
also seen continuing interventions in primary etiooathrough the village
panchayat. In order to explain the multiple waysvlrich the participants
of schooling socialize in a particular cultural text, different types of
primary schools in the village have been studielde Pproject involved
extensive fieldwork and qualitative methods of gs@l. In addition survey
methods were selectively used.

The notion of schooling is understood not just agpracess of
curricular exchanges of knowledge under a partiquidicy framework of
education. Different sets of practices—both formahd informal
interactions and negotiations—among the particpamtre closely
observed. My aim is to locate the linkages betwsmro-cultural patterns
of domination and subordination among the partitipand the system of
power relations that impinge on the process of slihg. The term
practice in schooling does not just represent the procegsarthing and
learning; rather, it includes wide ranging actesti of teachers and
students, which involve the elements of power aodtrol. Power and
control mechanisms operate distinctly at differkavels in the realm of
practice in the sites of schooling. Here | hopecépture the modes of
cultural mediations and the dominant patterns @ ittierplay of power,
domination and subordination in the everyday pcaatif schooling.

Schools “exist and function not only by virtue dfet physical and
human infrastructure such as building, blackbosiutjent and teacher, but
perhaps more importantly because of the activitg dne discourse
through which, each day, life in the school is reated, relationships are
established and learning takes place” (Sarang&&08: 12). In a similar
mode, the book examines the entire set of practisding the ‘primary
functions’ of schooling i.e. teaching and learntmgmaking a conceptual
demarcation of the field of schooling. In ordern@ake a distinction for
analytical convenience and micro level understagpdinattempt to split
the sites of schooling into two conceptual domainglassroom’ and
‘playground’. ‘Classroom’ and ‘playground’ are ceptualized here
differently from their conventional meanings. Clagsn as a concept
deployed here stretches beyond its spatial pragserit is an abstract
notion of the schooling site where the formal dwwes of power and
control in the form of rules, regulations and pijthes operate in a
systemic way. It is understood as the formal sftéath curricular and
extracurricular activities as part of a policy dgsi Those practices are
formally governed, regulated and evaluated as #ae dctivities of an
education system. In the book, the conventionadsttaom is termed as
curricular space.
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The notion of playground is also reframed in thisjgct. It is the
informal site of schooling—the domain of ‘free-plagymong the
participants, in which informal interaction takedage outside the
curricular and extracurricular activities. Thesé\dites can be in the form
of informal conversations, group formations, negfitins, confrontations,
settlements and so forth. In the present studygptaind is a significant
area of analysis since my key objective is to targpe practices in
schooling over and above the activities of teachamgl learning. This
distinction in the sites of schooling provides gwpe for understanding
cultural practices with their exceptional charaistérs in the backdrop of
differences in the structuring of power and contfai evaluation of these
outlines the larger shifts and turns in the systémducation.

The different schooling practices in this phas¢rafsition can be seen
not only to reflect larger debates and aspiratfoosn education, but also
of intervening in them in the day to day practideschooling. This book
has sought to map the complicated sets of transitilsat mark the primary
education scene in Kerala today.

| have here only briefly discussed the points ofryerinto the
ethnographic space of my inquiry. Detailed accowiftthe evolution of
the themes and issues of the study, organizatidrinaplementation of the
methodological strategies, reporting and analy$ishe field data, and
interpretation are provided in the subsequent @rapt

The book does not seek to provide a comprehensiiew of the vast
body of theoretical literature in education. Howeveith a view to
provide a roadmap for understanding the perspexcidfethis work have
evolved, | preferred to focus on certain theorétical conceptual debates
in this introductory note. The critical reviews peated earlier over the
structural functional approaches and the theorfesogial and cultural
reproduction in education chart out the conceptnagctory of this work.
The inclusion of particular theoretical schools aedspectives here serves
the purpose of exploring the area of education faominterdisciplinary
perspective that can offer more possibilities faplering the cultural
themes and issues in the sites of schooling. Thadjes betweeaulture
and education are the key factors in focusing enesschools of thoughts
and debates rather than some others. The thente dfaok suggests the
significance of cultural sites in education, as #teempt is to seek an
understanding of the linkages between schoolingitancliltural locations.
Specifically, the question ‘what is cultural in edtion’ is at the core of
this project while shaping the theoretical framekvor

As discussed earlier, the conventionally dominanbdets of
developmental, psychological and moral approaahesiucational studies
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are more or less dissociated in conceiving thertmal framework of the
present project. One major reason for this detachni® due to the
universal scales and functional parameters fourtiaee perspectives and
methods. In general, such approaches tend to setrsal standards and
ahistorical categories in analyzing the issues ducation thereby
undermining the local cultural and social context.

The forthcoming chapter provides an account ofsth@al character of
school education in Kerala, and outlines the frayofthe methodology.
It introduces the study area (Dharmadam village)) the field experiences
in capturing the different sets of practices amdhg participants of
schooling. Analyses of the practices and culturatiations in schooling
are inscribed in the third, fourth and fifth chaptéhrough an ethnographic
lens. The sixth chapter examines the popular cdimepin Kerala that
construct the hierarchy and the ranking of eduocalioinstitutions
according to certain criteria of contemporary ralese. This external
sequence of viewing schools from the cultural sgtimpacts as well as
brings different meanings to the performance ardtmes of schools both
in the classroom and in the playground. Such categion and ranking of
schools and practices raise critical questions han ftinctioning of the
institution in a particular cultural and politicadntext. This mutual impact
between popular evaluation and the restructuredtipes of schooling
maps out the transitional phase of education ardcthtural context to
which it is closely linked. The forthcoming chagetetail these issues and
themes.

Notes

! DPEP introduced the primary school curriculum ladically altering the
conventional methods of teaching and learning kigaing certain linear methods
of learning. The issue of curriculum revision in ERP has been detailed in the
second chapter of the book.

2 In his work “Knowledge and Control” 1971, M F D Wog questions the
predominance of structural functionalist traditimnsociology of education. See
Young 1971.

3 By conceptualizing the wordHabitus, Bourdieu writes “...the conditionings
associated with a particular class of conditionsegistence produce habitus,
systems of durable, transposable dispositionsctsired structures predisposed to
function as structuring structures, that is, angiples which generate and organize
practices and representations that can be objgctagapted to their outcomes
without presupposing a conscious aiming at endaroexpress mastery of the
operations necessary in order to attain them”. EReadieu, 1990a.
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4 For Bourdieu and Passeron every pedagogic actiotobjectively, symbolic
violence insofar as it is the imposition of a ctdfuarbitrary by an arbitrary
power”. By symbolic violence Bourdieu and Passenaply the exercise of power
within the domain of pedagogic action. It takesiriect forms through symbols of
different capitals. In more concrete terms the dami classes exercise their power
symbolically in the sense that the cultural capiathe dominant classes is being
reproduced in language curriculum and pedagogy. EBeedieu and Passeron
1977.



CHAPTERTWO

FRAMING THE FIELD

My journey to understand the practices of schoolimg deploying
ethnographic methods began when | was introducedh& earlier
anthropological explorations in the fields of stgiand culture. In those
accounts, the scope of examining the educatiostitutions as one of the
key agents of cultural transmission had been gieny little emphasis
(Spindler and Spindler 1987, Moore 1994). One & thasons for the
absence of such attempts can be traced back tdothes of earlier
anthropological studies in understanding ‘primiticaltures. In many of
those ‘primitive’ cultures that were subjected tarlg anthropological
investigations, the formal types of educationatiifnSons seemed to be
absent or not found interesting for many of thenetiiaphers. In most of
the introductory texts of anthropology and in thbnegraphic studies a
similar pattern can be noticed i.e. the sequencehapters explaining
social structure, kinship, economy, religion, poéit system and social
stratification. Schools, other types of educatidnatitutions or the role of
education figured in the margins of early anthropatal inquiries of
culture and cultural transmission (Moore 1994). (dio there were plenty
of anthropological attempts to examine the conadpocialization, the
understanding of institutions of education andrtieeitural linkages were
not adequately focused.

Tracing the Indian context of ethnographic obséowabn schooling,
there are some exceptional contributions. To mantoe of the most
significant worksVerrier Elwin'sethnographic accountsill figure in this
context. His most important work in Bastar was his stuflyhe 'ghotul,’
the unique dormitory-club of the boys and girlstleé Muria tribe in the
Central Provinces. In this work, he traces the fdreets of practices in the
Ghotul school by locating the practice in the adticontext of the Muria
tribe (Elwin 1968)

Such attempts of crossing the traditional discgoiyn borders to
accommodate and borrow theoretical and methodabtiols of culture
and education triggered during the late ninetextiesi Thus the traditional
classification of the domain of anthropologicaluirg of kinship, politics,
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economics, religion, archaeology, socio-culturatheopology, biological
anthropology and linguistics, was restructured with expansion of the
discipline to considerably more diverse avenues.

With the proliferation of specialist subfields, buas the anthropology of
development, organizations, education, theatre p@mtbrmance, nutrition,
cognition, psychoanalysis, psychology, gender aediome (to mention
only a few), the boundaries of discipline becamgrield. By maintaining
the degrees of theoretical specialization, the isldsf borrow theories,
concepts and methodologies from varying disciplinesrom particular
intellectual traditions or critiques that cross-ahe disciplines of the
humanities and the social sciences. Within theislas, further boundary
crossing processes become typical when the touidsst a few, such as
the body, memory, the household, the person, laahsumption,
nationalism, violence and art were listed among thigiects of
anthropological inquiry. In fact the boundariesvirtn 'sub-fields' and
'topics' are never fixed and are a matter of coaties (Moore 1994).

In the field of educational inquiries, qualitatit@ls and ethnographic
methods have become a significant component. EtApbég approaches
in the area of educational research, as a subspiaditative research has
surged to prominence. In these approaches, newigugsvere asked and
sets of answers were offered that co relational eqmkrimental research
designs could not offer (Spindler and Spindler )987nsettling the
universal scales provided by the dominant psychoébgerspectives in
educational research in understanding the processknowledge
transmission, teaching and learning, ethnographarspectives in
education could offer more cultural rather thangb®jogical explanations
that make processes and problems more contexfispétiwever, in such
processes of constructing the ethnography of edugathere is nothing
parochial or purely anthropological rather the tetioal and
methodological components are borrowed freely frotimer disciplines
(ibid).

Ethnography observes education as cultural trarssomis in which
cultural learning is required, in that sense ofamsthnding the process of
learning and transmission are separated only byergion (Spindler and
Spindler 1982, Wolcot 1983). The ethnographic apphosharpens the
focus on the aspects of cultural transmission aatning in a more
specific way by understanding education in a bsease and schooling in
a narrower sense agalculated interventioim the learning spaces.

I would like to give emphasis on this narrower geasschooling, i.e.,
what | understand as schawtd the very concept | intent to locate within
the spaces of calculated interventions in the m®ad learning when |
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deploy the ethnographic approaches. The conceptloboling per say
does not essentially attaches itself to the notibachools or educational
institutions; rather it acquires a broader mearohdearning outside the
spaces of calculated interventions. When | engaige tie concept of
schooling in the present context, it is not my msgto include the sites
other than the domain of calculated interventions.

As a project of educational ethnography, this widokes not make any
attempt to understand the entire process of legrttiat takes place in
varying spaces as children grow into adults orajder. The point that
Spindler and Spindler make on the focus of edupatianthropologist on
the learning that take place, whether it is intehde unanticipated, as a
result of calculated intervention, makes relevanthie present context of
inquiry. Spindler and Spindler conceive it as timque subject matter of
educational anthropology (Spindler and Spindler7)98 would like to
stretch my focus from the modes of learning thia¢ talace in the space of
calculated interventiorto the different sets of practices in that space;
relationships, negotiations, interactions and stiias through which the
participants perform. So the process of schookngpnceptualized not just
in the domain of learning or teaching but rathetemms of a broad term
‘practice’. | do not intend to reduce the spaceal€ulated interventions to
just the domain of teaching and learning, rathereahtire set of activities
in that space is given emphasis in my analysis.

The entire set of activities including the ‘primdnnctions'—teaching
and learning are focused by making a conceptuabdeation of the field
of schooling. The sites of schooling, as mentioeadier, are understood
as classroom and playground. These two distinesk#ve different roles
in the exercise of power and control. The analytiedails of the concepts
of classroom and playground are explained in thiadoming pages.

Schooling and Socialization

As an entry point to the sites of schooling, | wblike to discuss
about the transitional phases of socialization thétiren experience from
home to school. There appears to be a substarifferesice in the
structure and modes of conditioning between thesge institutions.
However, this difference between home and schootstres and patterns
of socialization does not detach entirely from thigitersections. The
transitional phase of socialization assumes sicgniite in observing the
schooling practice especially when it comes to dnalysis of gender,
religion, caste and class.
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The discipline of anthropology had devoted muclerdibn on the
process of cultural transmission in the specifiprapches to understand
socialization. Sociologists and Anthropologists dnaunderstood the
process of socialization as the exchange or trasssom of norms, values,
morals and other cultural traits in order to makee oeligible for
participating in that cultural setting (Douglas 896Kerckhoff 1972,
Freeman 1975). The entry to schooling space @ial®lved with certain
basic criteria. This includes both cultural and sibgl aspects with which
a system decides the inclusion and exclusion of neesnin the field. In
the present context, | try to understand sociatimaas everyday practice.
The major concern is not on the culture that ingnaitted, rather the ways
in which people socialize in the realm of schoalilie sites of schooling
are contested terrains; where the notions of gfiedeand negotiations
among the participants are significant.

The possibilities of understanding the field of ®oling as a meansf
socialization, more specifically, a field of intet@n and negotiation
among different social and economic classes andpgrevere drawn as
part of the objectives of this work. In order topkore the practices and
productions inherent to the institutional structu education, | have
adopted the methods of ethnography.

For narrowing down the scope of the space of kndgéderansmission,
my focus is on the schools of different types willage setting. The study
area is Dharmadam, a north Kerala village, locatgglannur district. The
spatial boundaries are further reduced to primahposls. In Kerala, as |
have previously mentioned, the contemporary stéfgrimary education
with its structural changes and transition offereren scope for an
ethnographic understanding. The next section prtlvide a detailed
description of the contemporary educational debate&erala, which
created my research interest for pursuing an etlapddc inquiry.

Locating the Field

One of my initial research interests was to provideritique on the
celebrated Kerala model of education by posingdhiéural question. It
was not the relative absence of the critiques enrttodel’ that prompted
me to think in this direction. In fact there existdarge body of critical
literature (mostly from inside) questioning the xwer of the ‘model”.
However, most of the critical literature revolvedoand a similar
methodology relying more on quantitative inferenoesonomic analysis
and altogether an input-output equation of undaditey the whole set of
processes of culture and society. Sociologicaltbnagraphic approaches
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were at the margins of analysis in explaining thebfematic of the
‘model’. The issues of caste and gender remainee moless untouched
in the evaluations since the dominant problems ke tmodel’ are
considered to be the low economic and industriafiler of the state.
Except a few attempts of critiques, women and tigakkern groups of
Kerala are considered to be liberated from the ravee spheres of
struggles and oppressidtiere my emphasis is on the articles and reports
from individual researchers, the ‘first world’ agées, and institutions like
UNESCO, UNICEF and Richard Franke to list a fe®hough this sort of
production and retention of the ‘model’ are constied in comparison to
other parts of India and other ‘third world’ cougs, they tend to over
project the statistics of ‘development indicatoysidgmoring the social and
cultural struggleof the groups on the margins.

Achievements in literacy and education in compariaith other states
of India were the pillars of the development ‘moaélKerala. The similar
problems of understanding and evaluating the ‘maafedducation from a
micro-sociological and ethnographic perspective ewgypical to the
approaches like the larger developmental paradigat was discussed
earlier. In order to provide a birds eye view oa thrger cultural domain
of the field of study, | will discuss briefly ondlsocio-political aspects of
contemporary Kerala. The attempt here is not toetstdnd or construct
‘the’ Kerala on the basis of certain dominant pateof culture and social
factors which impinge on certain dominant regiasiass, caste gender or
religious groups’ lives. In fact such dominant ferof social practices are
observed in view of constructing a sociologicaligtie.

Before charting out Kerala’s educational profiley moncern is to
locate it within the ‘exceptional’ Kerala model @évelopment. Being one
of the most significant components in Kerala's depmental
achievements, education is projected exceptionailligout paying much
attention to its covert structure. The discrepadnerently attached to
the Kerala model also remained in the margins eElblpmental studies.
By unfolding some of the implicit factors and inéet trends in the
present day Kerala society, | try to relate thaseiés with the educational
system in the state.

Unmasking the ‘Kerala Model of Development’

There have been a variety of descriptions on thealdemodel of
development, both ornamental and critical point wews and
commentaries from a large number of experts irfithe of social science
and development studies. For projecting the Kenatalel as unique and
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exceptional, most of the authors highlighted thehi@ements in
education, health and other demographic factord @ag literacy, life
expectancy and low birth rateAnd more recently the United Nation’s
(UN) recognition of Kerala as ‘the most baby frigndtate’ is another
first world’ construction to celebrate the statedscial profile’ The
narratives pertaining to the issues in educatich lzealth often embrace
the sketchy phrasd?akshe Keralathil.”(But in Kerala) to emphasize the
exceptional character of Kerala's achievementseaaply in education
and health.

Statistics demonstrate that Kerala is placed fandlof other states of
India and other ‘third world’ countries with an extional demographic
profile. Despite its economic stagnation, unempleginrate, low per
capita income and fiscal crisis, Kerala producesemarkable social
profile. This includes high rate of literacy, ligxpectancy, favourable sex
ratio, low birth rate and low infant mortality. Aigh level of political
consciousness, education, mobilization and healtd are the other major
aspects that add to Kerala's so called developiffdrdramangalam 1998,
Franke and Chasin 1995). But all these factorpasgcted in many sites
of discussions as they are beyond limitations. @& flip side is its
notoriety as the state with highest suicide ratel aiolence against
women, the categories seldom addressed with rigoamalysis. Themes
of crises often constrained with the issues of ysleyment, low per
capita income and economic stagnation when it cam#éise vast body of
developmental literature.

A large amount of exaggeration about Kerala modebxceptionally
unique (overlooking the severe drawbacks of Kegaleiety) appears in
the narratives experientially external to the st8t@me of the ‘first world’
scholars tend to ignore the crisis that Keralaetgciace and indulge in
romantic and naive portrayal of the Kerala modélisTstatement does not
attempt to authorize that all the insiders’ persipes on the Kerala model
is purely critical. The articulation of the Keral@odel by Richard Franke
and Barbara Chasin sounds a perfect example ofniicization. They
depict Kerala society as a classic case for lafafme overcoming caste
inequality, promoting rights of workers, reducingplence, improving
lives of women and creating general condition foemdcracy,
empowerment and participation (Franke and Chas@951 These
conclusions explicitly contradict with the realdi of people in Kerala.

All the myths of land reforms have been challengéth the recent
Adivasi movements demanding land for a majorityamidless Adivasis in
Kerala® The question is what prompted the Adivasis anitlaf Kerala



