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ABSTRACT .

Fmploying a theoretical framework «leveloped by Martin
Carnoy, formal edugation in colonial and post-colonlal India

is examined. The prineipal focus is upon the connection

-~ .

~
betweern elites, language of learning and schoolling.
»

It is shown that the elite lanpuape in various historical
periodd was available only a minority and wad alco the
lanfuare of the system of formal education. For cxample,

in ancient Indiz, it was Sanskrit; in medieval India, it waso

Perciang; and in colonial and post-colonial India, it wac and
Lo - .

is Enplish.

1

Languare and the structure of formal education. have been
the two componente of status reconfirmation for the elite in

India. In the 19th century, cultural imperialism through the

spread of Englicsh education gave rise to the English-educated

elite who have since monopolized the fofmal structure of
B ‘ ‘//
education. '

The elite sector of schooling has raptidly expanded in the
stt—independence era ‘and provides the sole access to the

circles of power. Parallel sectors of schooling have emerged

“\ABUt+%em§;p handicapped in comparison to the elite sector. An

analysis of the eiiféhéébtor,wlégguage control and the

by a brief . -

elitism of science education 1is followed

conclucion.
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Phapter

CRODICTOn

! 1! o H - 5 PR vy ey g « ", . M .
Dyt Weot, Dreilo evoler Imares oo Mabirrea, e, oplo

Cple o booemere s Uhe Mohmeafan oar cxtinetonow o breedy
their vt ber Gk Uraedoms are more.  Spleen e ae eXRpeh
Crhnt Ll roor of Db tane fannod arferd to bun trem, o ana Lo
Cpe— bt o o vun b iy T poor dnals GFr Wit RS UIFLANTR B TR
S Ui et prid ot viake.  The omuwet bogaes o Drodioe bt

worrs dowrn Lo prent o extoent by recoent Knowledye ot the

Wy e ey by ety Ve PR Sl lteracy whiobh peroioty

dlers witi ber anelent herltame. However, "the culture "obi
. S

1o India io o oas imporiant o hery Ju'lw—vconomie—rnlltlunl
cornario o the wider wor ld.
P
.
pre . - >
Toe v tecary of Trdilan edunntlion s Yeor writven mans
) .
. P et m b iy e n . .
timoo b D¢y4L;'-zmjﬁ,qﬁﬂuh . e osir b this work 1o not :

deny or de-enphasize the contrirutic:. of these historiars,
but t()}pf%“fidP 4 frecl, pergpective 1O the prowth and
develorment of formal oducakion i, India. The irnterpresatio
crogern will examine {he course of formal ejuéati;u Lrdet iy
throurt. hic ﬁV” Yefofé dealing in drtall with the rice of

colorial education’and the concept of cultural imperialicm.

Tre impact oF colonial education will®™be examined with an
t .
emrracic or the most Jlacting lematy, neo-colonialicsm in

education. An attempt has been made to place both colonial

cal context of

j=n

1L

and post- indwwendv”ﬂp education in a histor

1



, Jreconfirmimg thelr &tatus. ' »& A

g

challenging aspect of this endeavour.

}

political and economic developments. Education does not

operate in a vacuum and 1s necessarily a reflection of the

3

economic and social reality. An accurate represeritation of
) N

this reality in each histépical epoch has been the most

The history of fqrmal-education in India is in fact a
:' “' “ . o ». . . u . ‘ .
history of elite education., In each historical period, formal
€ducation remained the domain of the elite - the Brahmins and

sone upper castes in uncient Indig, and the wealthy and the -

powerful ih medieval India.. The introduction of Enclish

¥

education in colonial India created the culture of the English-

educated elite. Phis culture of English education has *

preserved the status of this elite sroup- who have maiBtaihed
0 A ot _

, - . . . .
Enrlish education to protect and foster their interests in

e
-

The analytical framework of this thesis is derived from

that of"Martin Carnov in his classic Education as Cultural .

Imperialism (1074). It. would be appropriate to acknowledre a

"deep intellectual debt to the work of Carnoyv, since his concept

S ‘ . -

+

of 'cultural imperialism!' originally inspired this thesis.

o .7 P » ‘_ Ty ) R - .
The challenge of a thesis ig to makg a specific contribution

.to scheliarship, inn this case, historical scholarship. The
. L s : L .

history of elite education is not a new path by any means.

“Yet, it-is.to be hoped that thé attémpt to‘tface‘the course .

N -

of elite control over formal edlcation in Qifferent historical

S N .o ‘ e L . L
periods’and‘how this control was used to maintain elite

interests and recanfirm elite status, will make such a

\ ) ) o
>

.
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. - : ) /,'
contribution. ' \ : /

Scope of the Study and its Limitations

The question of formal education is a multi—faceted

issue and it was not possible to deal with all the angles.

Formal educaticon was analyzed in the light of elite interests

-

vand the perpetuation of elite roles_through/én elite sector

%

of formazl education. The subject of women and education is
- /

an important one and was not explored in this thesis. It

would be satisfying to study this in its entirety at a later
p P .

date.. - The issue of inequality and séucation is also an:

important one and an examination of urban-rural, male-female,
rich-poor inequities could form the subject of an entire

thesis. This thesis does not deal with inequality.and
~educatian directly but in thc context of the preservation of

élite roles. The 1egacx of colonialism.in the sghere of

fcrmsl education, which has retainec tne same structure,
despite political independence, 1s Wluhln the scope of the

thesis. "The primacy/of the English 1anguage in formal

education and its role in maintaining elite status has been
/

eVploreo Neo—colonialism, as a lasting legacy of.

colonialism in education, waéztied into the maintenance of

elite roles through an elite sector of formal educ?tionz

. A
Since it was not possible to do an in-depth field study
of this particular topic in India, this thesis is pased on

a

secondary sources and published materials in the area of

Indian history and Indian education.



] ‘  Hypothesis'

Formal education in India has been féstricted to the
elite thrgugh the use of different 1anguageé, based on social
differentiation. :&n Ancient’ India, Santkrit was the court
language and Prakrit was the language of the common people.
Formal education, then, was in Sanskrit and was restricted to
a féw_male»members o4 the upper castes. | |

Pergian was the official language of the‘Mughél empire'
and péOple héd to master this language if they wanted‘to
participate in fhe admlﬁlqtratlow .01 even gailn privileges and

concessions from the monarchv .Persian was the élite

language,'while‘the_maSSes remained confined to regional

languages.
: 1 o -' Y:‘ - ““ i“:‘, o ) * '-.v ) S:\\'- 3 3 .'Q - .
Under*Brltlsh colonlzatlon missiocnaries triggered the

beglnnlngq of Weﬂﬁern edukatlon. Gradually, an EngliéH
‘“equcatlon system,evolved as part of a process of cultural and
econor 1c 1mper1a11qm in tne 19th ﬁertury. Englisﬁleduca%ion
was not For ‘the masses and remalned restricted to a small
group of people who became the Engiish4edygated‘class and’
acted as intermediaries between the British Raj and tbe rest
of the Indian populatlon %ﬁze indigenous system of eoucatlon
wés gradually eroded, since knowledge of the English language
wés a major Tequirement iﬁ earning a 1iVing during the
" colonial era. ‘ \

In post-independence India, despite the rhetoric of

educational growth and,itskaccompanying advantages, formal
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1

education was neber rédesigned.on an‘egalitarian basﬁs,
committed to the spread of mass literacy. Formal educgtion
in India has been and is predominantly a metho& of status
reinforcément fér the elite. 1In the present context, formal
education in English remains largely fhe prégerve of the
elite. Since English remains the‘major language of the

. . ‘ .
administration, commerce and higher education, a knowledge of
“English, through elite institutions, 1s a necessary part‘of
status maintenance, as Qell as for hblding ﬁositions of
authority.z By restricting the spread of‘Eﬁgligh education,
the English-educated elite afe able'to 1limit thelr status
group to a smail number. The elite sector of educaticn
suocéssf@lly perfbris’thé task of status reconfirmation for a
small section of Indiané. J |

It may be argued that ermal education has witnessed
tremendous expansion, barticulérly at the higher levels. The
expansion into vernacular education hésigiven a lérger“section
of the population the option to obtain formal_éducation.
Literacv has increased and enrolments at all levels ha&e gone
up many-fold since ipdependence. erﬁ, in real terms, this
‘apparently phenomenai increase in figures has not served the
total population.

The. formal éducation structure remains quite small iny
comparison'to the .dramatic increase in the pOpulation Sinae
indepehdénce. Different typgs.of formal education: Qike
English-education through ?he elite sector of formal education

«

or vernacular education through state schools, have led to a



[
~sharp dichotomy between Enplish-educated and vernacular- ’
edubated Indians. Formal edﬁcation essentlally céters to the
elite and has heightened the divisions between the small
English-education section, the vernacular—educated\section

and the majority of illiterate Indians.

e

Methodology

The methodology utilized for writing this fhesis consists
of an analysis of writgen materials in the area of ?ndian
_ Hjstory ana Indian education. An -extensive library search was‘
coﬁducted-to locate reports, books and;arﬁicles'rebating to
this particular study. a

A theoretical framework was arrived at after an analysis

of the framework of Martin Carnoy in his work Edu€ation as

Cultural Imperialism and a brief look at’ a study by Samuel

Bowles in an article 3elating‘to the Third;WOpld. The

question of eliteé and sﬁatus reconfirmatioh'wasiéxgiyred
through the theories of Pareto, Moscay C. Wright,Millgt\Varx
and_Webef, in order to grasp-the jdea of elites and how :;;;\\\\\
po about reinforcing tbeif status. The framework also |
inéiudes an analysis of the impact Of'colénial education,
emphasizing its chief legacy, héo—colonia}ism, whicb is tied
te the role. of the En@lish—educated elite who maintain their
interests through the systém of férmal*education.

The political-economic impact of British rule, as @ell
as the pdst—independenée'deyelogffnt stratggy~with a view to

the real Indian experilence, wi11 give the reader a historical



focus of the period of study. A brief exploration of
. 3

Ancient Indian education, Muslim e@%%%bion, as well as
: . ;) 7 R
e

education in pre-colonial India, wiifﬁgﬁévide an idea of the

'strugture‘of indigenous educatibn.ﬁai5m
The conéept of education as cultural imperialism is
explored in detail with a brief insigﬁt into the state 6f
educatioh on the éve of Indian independence. -Planned
development in educaﬁion gives an insight iﬁto the structure
of Indian education which remains unchanged a}ter
independence. The English-educagxed elite, entrenched in thic
structure, Peinforoe.their status through the control of
language and an elite sectogjdf education. The majorfkyigf
~the population réma;ns largely illitérate. Some of @ﬁe data
for establishing th;uhyéothesis was drawn from current
material presented in a conference en "Education and Social
Change in Indiza", as recenf as June 10-13, 1985, in McGiil

University, Montreal,” A brief conclusion completes the study.

Organization of the Thesis

» ' oy .
The thesis is organized into six major chapters, preceded

. Lo e *_"’"H, .
by a brief introduction and followed by a‘bﬁief;conc;gglup:
The introduction is folf%wed by Chapter 2 which is the &,

theoretical framework, <initially encompassing;alreviéw'of‘the
frameworlk of Martin Carnoy, Samuel Bowles, 'and then arriving
at a discussion of elite theories of Pareto, Mosca, C. Wright

Mills, Marx and Weber in conceptualizing Statu vRecdnfirmationi

Foilowing this, the framework includes a study of the impact

’



-

g

of - colonial education, with its mooct important legucy, nco-
: ¢ .
colonialism, " : |

Chapter 3 'is a shorter chapter dealing witih ancient
Indian education, Muslim education and pre-colonial education

in India. B o \

Chapter 4 deals with the national movementwfor

independence and the British economic impact on India. The
@

‘pOSt—independence development stratepgy, as well asithe real

Iﬁdian exberience, is also included in this chapter.

Chapter 5 examines education as cultural imperialism and
also provideé a brief idea of the state of e@ucation on the‘
evé/of Indi;n independence. |

Chapter 6 suryeys thé post-independence schooling planeg

of India, analyzing its merits and demerits.

Chapter 7 looks into education as a method of status

‘L\’>reinforcemént for the elite, with emphasis on elite schools,

the primacy of the English 1anguage’and scientific-technical

education and elitisml A very brief section on Elite

_Education and the contradiction of mass examination 1ig

» included.

A brief conclusion follows Chapter 7.



Chhapter 2

THEORETICAL. FRAMEWORK

sSection I: Carnoy Revisited

Carnuy y'rovides a framework for the analyvsis of colonial
cducation and its persistent significance. Thic framework
clgrifies the role of formal education arc one of the many

Inctitutions that produced and perpetuated the conditions of

dependency and the psychological relations of colonialiom

s

(Carnoy, 1984

n

» Do 32). .
‘ ’ . : - .

Carnoyv statec that the analysis of relations between

caritalist nations and the impact of such relations on the

character of individuals and groups is based on varied and

)

sometimes contradictory literature (Carnoy, 197U,@ph 32)...
: 5 4

wR Y
W

S0 1t is necessary to comprehend the evolution of the ? s
intellectual discussion which covers imperialism and
colonialism before attempting to asséss the role of formal
v

education\;n the context of these relations: Therefore,
according to Carnoy, it is through this intellectual
discussibn»of imperialism and colonialism that it is possible
to logate the roofs of differences between his gnalysis of
formal eduéation and the conceptions of formal education which
emphasize a developmental éharacter.

The major work in imperialism and colonialism, the

opposing views of Schumpeter and Lenin, and their

@ N



implications for the acoscorment of the function of formal
cducation in a socicty, provides the basice foundation of
Carnoy's theoretical framework for analyzing the role of

N

formal education. Carnoy arpues that Lenin'e views, in spite

.

of "recent modifications, are much more useful for
uriderstanding international relations In Lho'world caplitalist
structure than Schumpeter's "non-existent capitalist ideal”
“(Carnoy, 1974, p. 33). The analysic of the expancion of
Vestern formal education throuﬁhi”jmperialistic relations
with an fimperialistic theory of development" appeafn far“morw
lorical to Carnoy in constructing hic framework of analysis

than o theory derived from Western capitalict”

notions of
"improvin: cociail welfare" (Carnoy, 1974, p. 33).

Tioneering theories of imperialism hnave been fgllowed by
additirnal theories of dependenéy and colonialism; Lenin
analyzed the sources and effectoc of dmperialicm in the
industr4alized nations, particularly the roots of imperial
domination of Aeia and Africa by the industrialized nations.

, , . ¢
and ite direct relationschips with the cauces of World War I.
The mofeirecent theories of dependency and colonialism

(Alavi, 1671, Magdoff, 1960, Galtung, 19 ) support Lerin's

counter view of cap%%alist development and his notion of

)

relatine institutions within countries to international
relations Bnd placing individuals within the context of .the
international system (Carnoy, 1974, p.f33). The theories of

dgpendency and colonialism are applied to education in

different historical periods and different types of imperial

.



conditiona,

Indetfining the detalls of the Framework, Carnoy
initially deals with theories of dmperiallsm (Schumpeter,
195%, Lenin, 1966) and then goes on to the analysic of Qomv
recent contributions to these thqprios (Mapdoff, 1969,

Alavi, 1971, Gu]tu&gﬁ“l@?l, Frank, 1969). This i followed

by arn assescment o% Lheor%:d of dependency in the Imperialist

) P ' - ‘
context (Frank, 19‘9, Cardoso, 196G). [Minally, he deals with
ism (Lenin, 1965), emphaclizing the
of colonialism and the role of

SC

(Manoni, 1050, Memmi, 19(%, Fanon,

After examining the specific aspect; of the framoworﬁ,
Carnoy ir.fers that formal education has helped a small
secﬁion of the population to be better in the colonial
situation, and, as a logical response, the colonlzed
demanded more education which would hélp them succeed In the
Luropearn hierarchv. However, he emphasizes that thic is not
the focus of the framework of analysis (Carnoy, 1974, p. 43).
The central questiop,AacCording to Carnoy, is whether the
people incorporated ihto the bounds of empire would have been
better off urdier some alternative pattern of dewelopment.
This is truly an. "if" of history, a hypothetical questionf
But Carnoy feiterates that its implications for the present
are not hypothetiéal, since much of the world is part and
parcel of capitalist empires, as.is formal educatiorn which

~accompanied European economic interest and influence.



Carnoy points out that all the authors who write about
coloniallom deal with education In some {orm, Colontal

~

education never intended to reach the masses,  The
similarities and the differe: - ~ between metropolitan and
colonial school systems both nnyk“aaainmt the colonized. The
curriculum and lanpguape is.,often the same and emphasize
socialization into Western values, lanpuage and norms, which
often include Christianity and the degradation of all that

is indigfenous (Carnoy, 1974, p. 70). Carnoy highlights the
emphasis placed by Memmi on the permanent duality 1n the

R

colonized caused by Western education. The creation of
linruictic dualism leads to a cultural catastrophe in the
colonmized which 'smnovcr completely overcome (Carnoy, 1674,

p. 70). :



Sect fon 11 The Contribution of
Samuel DPowlen

»

The phace of formal independence and the cducation

in nowly-independent. colonfen can alco be analyzed i

s

fhe Llirht of the theoretical frameworl of Samucel HBowles

(1a80). Pewlen staten that formal education plays-an

—

coevent 1al role in capitalist gprowth by:

(:) rerulatimge the labour flow betweer the capitalinst
and trﬂrim onal modes of production,
(v.) raisine productivity in the capitalict mode,

) Lhwarting the development of either a large and
clava~-conceious proletarint or prasant —worker
coalition, and ’

() undermininge  the ideolopical and political hecscmony
of tradittional elites (Bowles, 1480, p. 226).
. !
However, ir the independent coloniec, like India, the ctatoe

cprecento primarily the interests of the upper clasces, and
thece interects domin@te educational policy - not a
commitmert to equality or to maximizing Lhé rate of rrowth
of per capita output of the nation (Bowles,J198O, p. 200).
Lo Bowlesn rather aptly ctates:

Egalitaridn or economic growth promoting education
thus confrornts its limits in the Ilmperatives of  the
reproduction of the class structure, -the logic of the
accumula-ion process, and the capitalist domination of
the state. The primary obstacle to more bountiful and
broadly shared economic rewards is the distribution of
power, not the distribution of hur . capital (Bowles,
1980, p. 2<6).

T“ducational programs can be used to further social
equality or to contribute to a more rational growth process,

onlv when they are part of a popular political movement to
. .
challen.e the class structure and the uneven development of

“h o capitalist social” fOTmatlonWWWBowles—refers to -Paulo

A i



Frolre's poltticeived Piteraey tratoins Lo Bravii and Mao W‘::;
Tung 'y Bectiticeattorn Movement of Polio=t ae examples of sucth
cducat lon prmnﬁumn. Hm@vvﬁr, thie Fuhvtlvnm ard benetite of
such education programs have to be looked «f In the context
of rebellion apalnst the capltalist order, :finc@' little

\ “y

»
improvement can be scecured ac the roote o eapitaliomare

embedded on a4 foundation ot inequuality.

:

o
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Scefton DI Colondal bduert bon sl
Heo=Colontallom 1o Fduceat fon

The Pormal ;du%nhimn syctemn thiat developed T Pormer
colantes under the colonlal powers Tike Britaln, were
conent ially alien ereations (Watoon, Ta8hy, They portraged
the philosophy of thelr founders, be Tt the coronlal/
metrepolitan power or the misstonary soclety and were desipned
to cerve the interecots and purpocgs of theoe groupns.,

o p

v .

Macaulay'c Minutes emphacizine the Anplicict poliacy of

cavcation wan a reflection of the philosophy of the brition
colonial administration. Macaulay stressed Bngmlich

ecducation einee 1t would further t%e caune of volonial
[}

A

ievelopmcht and would lead to nreé%@r coonerat ion with and
'respéct for the colonizer on the part ol the cqlonizcu‘ Thie
rrovicion of formal education in Enplich would provide eleriy
for ‘he Britich Indian administratiorn. and the commercinl

. o
nouses.

Misclonary societies viewed education as a meaumﬂc?
réliuiou: propapgation and conversion to Christianity.
Missionary cocieties were based in urban arecas, servings
the English community as well as the indirenous elife by
supplyiny’centres of English education as well acs reliéio::
activity. In rural areac, missionafy activity centered
around conversion to Christianity, with its major focus belrny
or tre social structure based oﬁ caste. Its aim was to

civilize India (Carnoy, 1981).

Needless to add, the colonized peopiv were deprived cf  dny
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‘role in deterﬁining the scopfe or content of'sohooling and
éducation poiicieq We?e often adopteo without their co}sent
and agalnst their wishes (Wats On, ]98¢, D-. 27).‘ As formal\

'eoucatlon structures developed under the aegis of the colonial
goVefnment the ex1st1n5 patterns of’ tradlulonal schoollng

!

began to 1ose their 1mportance With the strenpthenlng of
™

-

the foundaflonc of colonlal rule, new economlc structures
developed, brlnglng urban centres in their ‘wake and the
colonial language (in thls case .English) acquired a new
:1mportance since most clerlcal JObo4ln the colonla‘ government
or in merchant companles requlned ‘secondary eduegation and a
nowledge of” tbe colonial language - The Engllsh educated
classes chose formal education in English as a road towards
‘eafnlng a llVLQg under the colonlal reglme (Watson, 1082).
Formal educatlon ceased to be llnked to’ the tradltlonal Values
of sdcilety and new attitudes developed towards social - -
mob1lity. The "Rabu'" cudture" %? Bengal or the ethos of the
English—edﬁcated gen+1eman in the colonial.adminisgr@tion or
}the Company offices gradually took root with the growing
popularity of formal EngllshJEducailon. Ggaduallj? ‘maktabs
and koranickechools anqhtraditional Hindu temple schools
(Tols and ?athsalas)g while mnot dying out c-mpletely, became
~ &ess 1mportant to those who sought to ally themselves with
.the colonlal .power. ‘
The gulf between tradltlonal educatlon and Wester

colonial educatlon was immense. ‘The assumptions and methods

Of teachlng of the colon1al school ‘were set apart from the’

[}
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. indigenous culture with the result that those who attended

4]
(s

them were wradually allen&ted from their indigenous culture
‘17

and developed an angllClzed‘ldentlty. The English- edugated

'classes,had lost touch with their original roots, ?ut were
d@éver accepted by the colonizers who regarded*thém as

inferiof. Memmi emphasized the permanent duality in the

s »»’:’ :3’ . .
,MCOlohiz%d%oaused by Western education (Memmi, 1965).

The intréductibn3and establishment of English‘education
led %o the emergence of a patte?nﬁof two distinct types of
education. Tgere was indigenous education for the traditional
elite ih.the form of traditional schoo%é‘or preparation gor

-

religious rites in society (Watson, 1982). They were usually
outside goverhﬁent control and the language of instruction
was often unfamiliar to the leénial administgators who
feared subversive propaganda through indigenous education.
Howevgr, hlS type of indigenous education was severely
eroded by the growing popularity of Engllskuggucqtlon The
seéonq‘type was English education in colonial schools run by
thé missionaries'Of in certain cases, by the colonial

o
7

goVernment Most of these colonial schools, or missionary

-schools as often. referred to in India, were usually fee-

payin5 and in urban areas, beneflttlng those who lived in the
tovins or héd’access to them. There were just a few missdon
schools in rural areas.

Thése schools were modelled on the patﬁern of grammar
séhdols or public schools 1in England, with én emphasis on

academic .and literary curricula often leading to



!

examinations. Their syllabi and courses were also often
}inked_to the Cambridgé Overseas Examinations Syndicate. In .
many case;, there were paraliel schools in-differgnt
vernaculars with no linkages with‘the Englisb school system.
Consequently, once the students from vernacular schools
reached the higher éegondary or uniﬁgréity level, they were
often unable to perfbrm satisfactorily in English in
competition witﬂ'stu@éhts from the-Englis 5222013. Students
edqcatedin.th?,ﬂggli;h medium had an*édée over Othersusince
bbth higher secondary éhd university educetion were 1n the
English medium. .This‘is true of the Indian school syvstem in
most cases even today. )

The curriculuﬁ in higher edyéation was humaﬁistic in
haturé with emphasis on the_libéral rts like Literaturé,
'History, Language ahd Mathemafics. - The content was usually
European, stressing the benefigg of European_éivilizatioh.
’For instancé, literature dealt with Shakeépeare and Milton
and histofy‘deglt with‘the Tudors.and Stuarts. Even the
-indigenous cﬁiture was explained théough the eves of
European teachers and interpreters; The curriculum had little
contact with the enVironment; taugﬁt through *the medium of a
foreign 1anguége. There was very little emphasis on
commercial, agricultural or scientific- education. It would
be inﬁeresting to look at the:ofigihs éf technical education
or the scienti%ic beginnings 1in general educat&on under the-

colonial rulers.

The single, most' important factor of contrdl over the

6
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formal educationnétructure was exérciséd’through the
language used as the medium of instruction; Macaulay's
Minutes oft1835 dismiséed vérnacular languages in India as
deficient and impélite, devoid of any literary or sclentific

knowledge and décidedly inferior to English (Naik and

o W

Nurallah, 1974, p. 134). Macaulay, a Law Member of the

L)

British Indian Administration, provided the confidence‘fbr a

defined Anglicist policy in education through his Minutes °

which sharply criticized indigenous education.

The response to colonial education wic varied. Among the
indigenous elite, there were two defined¢ responses. One
group, like the Muslim or Hindu revival ~ts, re-emphasized.

indigenous education and established their own schools which

" emphasized traditional values. Other groups perceived English

<

education as a suitable avenue for earnins « living and becamé
the English-educated classes in‘colonial Ir. “a. Coldnial
education was not designed for the masses and .never really
reéched.them in a tangible way. The caste structure rémained
s&fficiently unchanged,:particularly in rural India, by the
end of colonial rule. ' B

The introduction of English education had 1asﬁing effects

on ,jthe socio-economic developments of the colonized country.

A% : .
Th& creation of an English-educated elite across provincial

and caste barriers was a direct result of English education.
ironically, this strata supplied the leadership for the
Nationalist Movement in India in fhe 19th century. The value ~

pléced on formal linear school systems complete with the

2
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AT
aporopriate administrative netﬁork throughout the Third'Wofld
is a lasting legacy of colonial involvement in establishipg
structures of formal EBuropean educatioh. The creation of a

massive bureaucratic machinery throughout most of the Third

“World is also a lasting colonial educationalblegacy. The

L

" lower level personnel in the bureaucracy had a secondary

education, whereas the higher level bureaucrats had university

‘education. The power, position and prestige attact.cd tg the

bureaucracy in the colonial era is still a tangible 1egécy in
independent coionies. The emphasis on‘énd fascination for
"white collar jobs?vemanates to a great extent from'the
prestige attached to thc bureaucracy, which 1s sot apart from
the.ocdinary masses.

The most lasting legacy of colonial cont&ol is
neo- colonlallsm -which wiil be discussed\in an educational
context accovdlng to the scope of this thesis. ~Neo-
colonialism has been defined as ”the per51stence of foreign
control despite seeming natlonal independence" (Altbach and
Kelly, 1978). |

Tﬁe most enduring legacy of colohialism, as mentioned
eariier, is the formal school system.v'Western in concept and
linear in application, left largély“untouched in structure
since the‘colonial era. However far from being changed,
school syutems have expanded rapldly in order to cope with
increasing demand. It has been easier to increase school
enrolments than to initiate fundamental reform in dlrectlons,_

goals, valuea.and‘attitudes. The fact that the formal English



* educatiorn system was built for a different purpose - to

- ks
i

create an English—eduﬁgted class which wbuld éct as an
iniermed;ary petween the colonial rulers and the colonized
people - has been immaterial. Wheré reform has taken place,
it has been mafginéi and unsystematic. National goals‘wére
established for formal educational ekpaﬁsioﬁ in the‘belief
that it would lead to rapid modernization and structural
changes. Only'asvcosts and enrolments increased and
economies did not progress as expected, has there begun some
kind of requestioning of the present formal Qducatipn systém
(I1lich, 1971; Blaug, 1973). Formal educafion has not proved
itself to be fhe panacea it was projected to be.

The formal school system, a-lasﬁing colonial 1égacy,
and the qualifications it hands out is connected with the
job-structure of Tﬁird World countries, théreby ensuring a’
cohstant demand for formél education, even if it only
increases the numbers of the educated unemployed,QDore,“1976).
The formal school systemsbbave created an indigehous elite
who have been the beneficiary Qf the syStem’and are'therefore
unw;lling to modify the existing system which has served
‘their.interests so well. Connected with it are the curricula

~and syllabi which promotes the kind of knowledge that

“serves the interests of the elite.
A discussion of theories of elites and the idga of statuc

reconfirmation will follow in the next section.
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An attempt will bé made to look at diifferent SOCiolégical
theories regarding the concept of eliltes. “Thé views of
Pareto, Mosca, C. Wright Mills, Marx and Weber will be drawn
into themdicussibn of elites td estabiish a clearer idea of

tﬁe‘concept of Status Reconfirmation. '



Section IV: Theories of Elites and the
Tdea of Status Reconfirmation

-~

According to Bottomore, the word elite was used &n the
17th ceﬁtﬁry@to describe commodities of particular excellence,
and this %as 1ato£ used to describe superior social groups
like crack military units or thé higher ranks of the nobility.
But the germ wos not used widely in social and political
~writings until the late 19th century or evern perhaps the
1930ﬁs in4Britain and America, when it was.spread throuﬁh the
sociological theoriec of elites,nin the writings of Vilflredo
Pareto and Gaetano Mosca (Bottomofe, 1967, p. 7).

Both Pareto and Mosca had certain common elements in
their theories. Both he%d the view that in every soclety
there is; and“must be,‘amminority which rules‘over‘the rest
of society. fhis minority, the political class or governinr“
elite,‘is composed of those who hold certain kéy posts of
pOlitiooi command aod those who can directly infloenoe
‘political decis}ons (Bottomore, i967, p. 12). Thio'minority,
referred;to as ohe elite, goes throogh periodic changes in
its memberships, through phé recruitment of new individual
<member§«from the lower strata of sociéty, occasionally by the
incorporation of new social groups and someﬁimes by the
complete replaoement of the established elite by é counter
elite, as occurs in revolutions, This phenomenon 1is
described as tﬂe circulation of elitéS‘(Bottohore, 1967,

p. 12). .

) r's N ‘
Bottomore states'that Pareto and Mosca diverge from thig



point onward:s, inétﬁ emphasizes the separation between the
ruler: and ruled in every socicty. With6ut making an
exception of democratie political system, Pareto explains the
circulation of cllites in mainly psychological terms
(Bottomore, 1967, p. 12).

On the other hand, Mosca 1g awarc of the diversity of
the elite, the higher stratum of the political class and of

the interects of social forces, which are represented in it
i

A

(Bottomore, 1907, p. 12). Mosca acknowledges a difference
between modern demccracies and other types of‘poiity aﬁd
states that there is some sort of intefaction between the
rulinf minority and the‘majority, instead of a straiﬁhtforwarﬁ
domination of the latter by the former, Mogca describec the
circulation of élites psyéhologically as well as

R
Socioiogically, in explaing the emergence of new elites‘or
new elements in the elite in part by the rise of social
forces which reprecent new interests, like technological or
ecohomic interests in the soclety (Bbttomore, 1967; P, iD—

a

13). “ .
~Both Pareto and Mosca endeavoured to create a new
science of politics, in direct opposition to Socialism and
particularly, Marx's socialﬂanalysis. ‘Marx's thebry states

that every society, beyond the ﬁost primitive, has
essentially tWo categories of people - a ruling class and
one or moreé subject classes (Bottomore, 1967, p. 24). The
domiﬁant positibn of the ruliﬁg'ciass can bebexplainedszy

its possession of the major instruments of economic production

)



but 1o political dominance 1o connolidated by the hold which
it cetablishes over mitlitary force “and over the production of
ideas" (Bottomore, 1967, p. 24). There 1o perpetual conflict
between the ruliﬁp and the subject clasy or classeo,
particularly in capitalist societies where a radical
rolarization of clastes takes place, and this strugele will
end witli the vietory of the working class, followed hy the

/
construction of a classless society (Bottomore, 1967, pr. 2l-

C. Wripght Mills digplays the-influepce of Marx on the
one hand and of Fareto and Mosca on the other, in hic annlycis
of "The Power Elite" (Bottomore, 1967, p. 32). Mills
substitutes t1e term "ruling class" with "power elite", since
the forner term implies that an economic.class rules
politically whereas the latter has a broader iﬁblication;
Mills defines power elites in the same manner as Pareto, in
terms .of the means of power - as those who occupy positiéns

. : \
‘of command. This could include the business elite, the
managerial elite, the milifary'elite,‘etc. (Bottomore, 1967,'
p. 33).

Max Weber was not in fundamental disagreement with Marx
in his theory of socilal stratification. He acknowledged the
importance of Marx's theory but extended it beyond economic
cower (class) to include-prestige power (status) and
rolitical power (party).. Moreover, economic power may be
increased by prestige power and political power (Hagedorn,

1980, p. 59). Weber defines power as the ability to impose



.

one's o will oon another, and this tmposition 1o poooilile
» ) {

throwh cconomic, prestipe or political power, Thwrofhru,
"otpatification 1o the recult of social power which

manifects 1teoelfl in three ways: class, status, and party"

Naredor, 1980, p. 59).

Neo-Weberians emphasize the control of the institution
of schoolins by elites who utilize 1t primarily to establish
boundaries ftor Statﬁs croup membership. It serves to
restrict credentials, making 1t more difficult for those of
lescer status groups to achieve them (Hapedorn, 1080, 1. 60).
Becider, the cducational requiremen’s‘are'continually belty

4+

raised to restrict status group memberchip.

The corncept of status in the idea of statucs
‘reconfirmation ic a synthesis of Marx's notion of class and
Weber's concent of statuo. Sinée the word "status" Eere
encompasser the economic, as well as the prestige and
political aspects of power. The idea of 'status

. . \
reconfirmation' in education is the attempt of the elite in
a tri-dimencional senséy to restrict formal education and the
dissemination of information through the use of a language,
not available to the majority. This will\help to make”formél
educafion the preserve of the elite, who will have exclusive
access to certain types of literary, scientific and technical

inowledre. The institution of schooling then serves only a

limited nunber of people, who in turn use this institution

)}

to re—ectablish their power and reconfirm their status in

{

cociety.

.
"



Chapter 3

HISTORTCAL OVERVIEW OF BEDUCATTON IN TNDTA

vectlon Ta: Ancient Indian Fducation

The noted hicstorian, Romila Thapar, comments or the
existence of formal education on a very limited scale in.the
‘perjod 200 B.C. and A.b. 300, Education was treated as the
prerogrative of fbe upner castes since ﬁ%e Erahmins had
accese to all knowledge and the Fshatriyvas and Vaishyas
were expected to he satisfied with limited knowledre. The
pocsibility of éducation fforr thes Sudra or the lowest caste

existed but reference to it in relevant sources is extremely

‘Infrequent as is reference to the education.of women (Thapar,
3). ™

N

(3]

p. 1

Formal education emphasized grammar and the study of
Vedic texts, Gra@ually, the education system, 1f it can be
called that, was divided. into two branches - trhe branch of ’
treoreticdl knowledge cénfiné& to the Brahmins and those whom
‘they Wanted to teach and the branch of practical and
technical knowledge which remained the domain of the
professional castes from the Kshatriya or Vaishya Varnas
("Varna" here is used to denote the wide horizoﬁtal stratas
‘fof Brahmins, Kshatriyas., Vaishyas and Sudras, w@ile caste
denotes the exact subgroup in each of these stratas or Varnas)
(Thapar, 1966, p. 123).

27.



The Puddbiet monasteries, which provided tformal
cduration s well, manared to take a middle course, e
Buddbitist det'inition of formal ocducation comprived grammar
and medieine and the approach w:&:; frenerally leos orthodox
than that of the Brahmins (Thapar, 1966, p. 103).

In the following historical e¢pock botwéen AD. 300 and
AL, 700, formal education wap avallable both in Brabmanteal
institutions and in Buddhist monastéries (Thabar, 1966,

p. 154)., Buddhist monasteries accepted students for ten
vears or o but those wiching to be ordalned as monks
remained for a longer period. Nalanda, near present day
Patna in the state of DPlhar, grew to be the {oremost
Buddhist mbnastery and educational centre, very much in the
nature of a modern university, 1in the north. Fxcavations at
Nalanda have unearthed a 1ar@e area of well-constructed
monasteries and temples, supported by the income from a
ﬁumber_éf villages acquired by the monastery over the yvears
tr.rough donations. These estates covered the expenses of
thie univergity whichk was able to provide free edﬁcation and
recidence for most of its students (Thapar, 1966, p. 15“).‘

The concentration of formal educatlon was oh subjects
like grammaf; rhetoric% prose and verse.éomposition, logic,
metaphysics and meéiciﬁe (Thapar, 1966, p. 154). The

Eh .
inclusion of medicine in this category was perhaps
unfortunate, since it caused the subjJect to become too
theoretical, preventing any real advance in medical knowledge

-

. (Thapar, 1666, pp. 154-155).
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The wore Lechnienl, vpecialived knowledye romained I

e
. e

the haande ol Lhe profecscional casten where the sonn of

. . i \ "o
craftomen were trained In the hereditary trade. 9hiis kKind
ol knowledre had little direct contact with Brabminical

institutlio and Buddbict monacteries (Thapor, Tant, po 1H50,

The ctudy o aticy was an exceptidn, since it bridpeed

these two types of feducatlon.,  Thapar comments that thils wao

ﬁn intensely active period in mathematico; numerals bad boen
in use for come time, along with the declmal cystem which
was in repular use amony Indian actronomers of the S
century (Thapar, 1966, p. 155). | . /
u }
This particular epoch inciudes the era of the Gunta

rulers who founded the Gupta empire. The Gupta period 1

LY

often referred to as the classical age of anclient India.

Prose and poetry in Sanskrit f'lcuriched on a laviesh scale

-

throurk roval patronage. 1t was the literature ot the

elite, the court, th& aristocracy and those assoclated witrh

&

suck circles (Thapar, 1966, p. 156). The most outstanding

writer of .classical Sangkrit, Kalidasa, composed his works

&

during the reign of the Gupta ruler, Chandragupta Il or
»

Chandragupta Vikramaditya. Y¥alidasa's mbst famous work, the
prlay "Shakuntala", later came tco be known in Europe through
the impact it made on Goethe (Thapar, 1966, p. 156).

In addition to Sanskrit literature, li£erature in
Prakrit also QpceiVed patronage outside the court circle.
Prakrit was the languagé more closely related“té thé‘sv?ech

N > . . . 3
of the times than classical Sanskrit. Prakrit literature,
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-
writtén by fhe religious sect of Jains, tended to be more T
\ In ’:l;
1nstructlonal in Stvle, w1tl substantial rellglou° content

(Thapar, 1)66, pe 1%7) Thapar adds that a notable feature

in the/S@nskrit plays of thislperiod is that the characters

of higb”sbcial status spéak Sénskritvand those of low social
staéus and all women speak Prakrit, indicating the standing

of Sanskrit and Prakritsin the social context (Thapar, 1966,

'p- 157).

The accounts of Chinesettravelle ”, like Fa—Hieh In the

5t century and Huilen Tsahg and I-Tsing Mn the 7th century,
provide accounts of the working of the educational

N

ine%itutions wl:ich were centres of Buddhist learning in

Indiza (MoSke%ji,-l9u7/l973, pp. 492, 503, 535). Howevér,
beth Hiuen Tsang and I—Tsing have noted the'predominance of
Bﬁ@hmanicalbinstitutgons over Buddhist centres of learning in

o - - ,
-tﬁ; ?th cenburyﬁf

mhe*inf‘luence‘ofsAr&an cultﬁrevis evident in the

evolutlon gﬁyeducatlonaf‘1nsttfutlons in the Pallava Llngdom
of southern Indla between the éth ¢century and the 10th
centupy. In the early perlod,-formal educatlon was controliéd
Ey th’ Jains and BuddFlsts but was gradually superceded by
Brahmlnlsm, mainly due to. the royal patronage of Hlndulom
(Thapar, 1966, p. 180). The pattern was similar to northern'
- . India, inithat>8ans%rit was the langﬁagerf formai educatiqn
and the Brahmins hadjequusive rights %o this education éver

the other castes. Tnére were institutions of higher learning

as‘well, like Kanchi, which acquired fame equal to that of

LY
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Nalanda in northern India -(Thapar, 1966, p. 181).

Section Ib:, Muslim Education
. e

The Musiim conquerors superceded the indigenous rulers and -
initiated the rule of the Turks, the Afghans and finally the
Mughals, between the 13th century and the 18th century, uhtil
the advent of the British rulers.

~During the first'century of its hilstory, Islam sﬁlit

into two sects divided on pct'tical as well as-religious

f"f!' . . .
"ohitas. The Sunnis have

groundé, the Sunnils and the
predominated in India since the rulers of horthern Ihdia, as
well as most of their subjects were of the Sunni faith
(Basham, 197%, p. 282).\‘Centres of higher Sunnite learning
known as Madrasas were foundéd in the 11lth century and.were
deéigneq to produce scholars known as "Ulamas" who would be .-
qﬁalified to run the government iﬁ accordancé'witp érthodoxb“
'Suhni°ideas&(éasham,l1975, p. 283). The curriculum in the
nMadrasas\included the study of works -of Kuranic exegis; other‘
Muslim texts like the Hadis and Figh and some Sufi.texts.
The Mﬁdrasas and their teachers were mostly supported by
state'grants and Stipends. These centres»of learning
provided free inspfuction and weré open to all men of the
Muslim faith. The Maktabé in fhe mosquesipfovided basic
1iteracy skills to all male chiidren of the Muslim faith.

.

The system ofwformal Muslim education was more
' F .

egqlitarian in 1ts structure within the male segment of

Muslim socliety in comparison to the Brahminical institutions

reo.
LA



~of learning. However, The .formal education of women was

absent: in. the othérwise more egalitarian Islamic system of

learning, 4s well as in Brahminical institutions.

¢

7



section I1: Education in Pre-British India

Fven writers svmpathetic to the.Indian side of modern

-

Indian history have tended to dismiss the Indian educational

past as something not worth considering; "an affalr or vain

4

repetitions and 1earhing by rote'. Percival Spear states
that:

They have, I believe, been misled by the utter
simplicity of many of the arrangements of the
indigenous system, which have been dismissed as
beneath consideration in conseguence. The West
loves a sign, and when it finds no large bulldings
labelled "the Smith College" or "the Jones High
School", it is apt: to assume that there is no such :
thing as education in the land. Herein lies one of %
tre most fruitful sources of misunderstanding of things
Indian. Tre WeStern genius in material things may be
- described as constructive ingenuity, which leads to 3
ceaseless elaboration and creates new wants- by supplying
them. The Indian genius in material things, on the
~other hand, consists in a constructive simplicity, which
supplies the main wants of man in a way at once so
simple and so effective that 1ts existence is not even
realig y those who are looking for the great and the
mighty Jds only when compared with theilr Western '
equival®ts that the exteht of the achievement is clear,
and those who complain that India has no material . ,
% genins finds nothing because they are looking for
‘ - complexity when they should be looking for simplicity.
The same law holds good of some of the features of
Indian education (Spear, 1971, pp. 175-176).

Honger, in beginning its political career in india, the
East India Company had found a deeprooted system of
indigenous education. Thefe were Pathsalas and Tols
(centres ofﬁHindu learning) and Madrasas (centres of
Sunnite higher learning), the seats of Sanskrit and Arabic
learning, as well as elementary schools scattered éll éver

the countryside (Basu, 1982, p. 28). According to Aparna



,/éééu, the majority of the Hindu pupils, in the schools of
western, eastern and soufhern India, oamé from the three
upper varnas of Brahmins, Kshatriyas and Vaishyas (Basu,
108_, p. 29). Fufthermore; in Bengal, theré were no
ueparate indigenous schools for Muslims. There were Muslim
teachers and puplls quengallschools and Hindu puplls in
Persian schools (Basu;\l982, p. 82). Per51an was tbe court
language as well as thg official language in pre—British
India. | E

Tt is difficult to estimate accurately the extent of -
formal education in pré—British schools since the neéeésary
data is not available. However, in the 19th century, Adam
estimated that a 100,000 indigenous elementary schools
‘existed in Bengal in that period. On the whole, 7.8% of
children of school-going age were being taught at school and
of the adult male populatidﬁ apdut 5.5% could read and write
(Basu, 1982, p. 31). Adam assessed that there were rougkly‘
1,800 1nst1tutions of Hlndu higher learning in the province
~of Bengal (Basu; 1982, p. 33).

Lccording to Basu, thelstatekbf higher 1earning;among
Hindus and husllms resembled that which existed in Europe -
before the 1nventlon of prlntlng The chlef functions of
traditional 1earn1ng in pre-British India appear to have
been "to cunserve,custom, to organize and .sanction the
existing folitical and economic order and to provide
philosophical and religious enlightenment to the ruling

classes" (Basu, 1982, p. 33).
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Chapter 4

POLITICAL AND ECONOMIC DEVELOPMENT

s

Section I: The National Movement

’
‘

Indian nationalism has been a SubJect ridden with class,
caste, religious and regional variations. According to
Stanlé§ Wolpert, the gmergence of national'consciousness>
among Indians.during the lé?h century‘waszmainly the
”proauct of responses", both negative and positiye to the
© consolidation of British power (Wolpert, 1977, p. 250).
Though India had been conquered by a series of ihvaderé; who
were eQentﬁally assimilated into the Indian milieu, the
British'were the first territorial power to control their
empire from a seat of power thousands of miles away, and
showed no desire to become part of-ﬁhe Indian cultural -
coﬁpléx¥ The influx of missionaries, the funaing of English
educag;on,‘the openinglof India to private trade, and the
continuing process.of British unification and madernization
served only to intensify Indian perceptions of tﬁéir
indigenous differences - cultural, socio-economic and
poligical - from the officials who administered the British
Raj (Wolpert, 1977, p. 250). |

Some Indians, like Ram Mohan Roy, initiated cultural
societies to emphasize their traditionai and cultural

distinction through modern Westeryg institutions. Others,
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like 6érfaiﬁhprinceg in traditional states and Muslim
Taluqdargs of Oodh, were outraped by Britich treacheryv, along
with the sepoys of the British Indian army.- The. Great
Réetellion of 1857, mounted by these groups, intensified the
bitterness and added racial distance to the existing deep
gulf between the Indians and the ruling "white Christian
Sahibs". Wolpert comments that:
Nonetheléés, it was from British e;amples of political
consolidation, technological integration, administrative
. unity, and the sublimation of personal interest and
_identity to the impersonal laws and "higher'" needs of
national purpcose that Indians learned theilr positive
lessons in modern national consciousness. The British

Raj thus provided whip as well:as carrot to India's

nascent nationalism, whose roots went as deep ac the

Indus civilization and beyond, but whose modern

emergence was part of the searing aftermath of the War

of 1857-58 (Wolpert, 1977, p. 251).

Trhe clearest indicator of the ambivalent role rlaved by
Britisl. rule in the growth of Indian nationalism in the 19th
century was.that tﬁe’leadership to this movement was
supplicd by English-educated Indians. Tre introduction of
Western.education, though doubtlessly geared towards

o .
producing a class of "BABUS" who would act as intermediaries
between the British and their Indian subjects, at the same
time brought a section of Indians j@to contact with new
Western ideas and concepts of democracy and freedom which
stimulated a new intellectual awakening. The creation of a
riew educated elite, cutting across provincial aﬁd caste
barriers in British interests, boomeranged‘on the British

since it was ‘this sectiop of Indian society which supplied

the leadership in the nationalist movement that later swept
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the county. lTho.oijct of Frnygmlich education was not to

-

create national consclousness but "to destroy it down to the
‘ . 0 . ! ! I 1

very deep roots of its being" (Dutt, 1940, p. 271).
However, the national movement did mot ‘merely arise because

the English-educated elite were acquainted with the ideas of

1y
.

the Frerch Revolution of Burke and Mill. Historical
explanation often ascribe the rise of the national movement
to such simplistic causes. According to R.P. Dutt:

The Indian national movement arose {rom soclal
conditions, from the conditions of 1mperialism and
its system of- exploitation and. from the soclal and
economic forces generated within Indian society under
the conditions of that exploitation (Dutt, 1940,

p. 241). . ( :

@]

In 1255, the first successful cotton mill was startead
in Bombay. By 1900 thele were i93 mills employing 161,000
workers (Dutt, 1940, p. 276). From the outset, the new
cotton textile industry was financed.aﬁd controlled mainly
by Indianc and.consequently had to face wvarious Qgstructiohs
from theABritish Indién government . At the same time, the
néw Wnglish~educated middle~class was gradually taking shape;v
The beginnings, both in the field of capitalist indusﬁry

and of the new English-educated intellegensia, were
relatively small. Accordint to R.P. Dutt, the new class,
which was appearing, found in the British hpurgeosie its
oveyshadowing competitor and obstacle to advancement and

was therefore destined to.become the first articulate

expression and leadership of Indian national claims (Dutt,

1940, ;. 276).

o’
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The Indian Natlonal Conpress wau founded in 18
1ts carly phase, the middle-class Hnﬂlish—educuted elite
represented by leaders like Surendranath Panajee and

/ Gopal Krishna Gokhale were moderate in thelir challenge to
/*//British rule, which was condﬁcted througl: appeals and

petitions. There was yet no basic clalm for self-povernment, .

rather a demand for a greatér derree of Indlian representation

within the British Indian government. With the emerpence of

Bal Gangadhar Tilak in Maharashtra, Sri Aurobindo and

Bepin Pal in Bengal and Lala Lajpat Hai in Funjab, thre

national movement acquired an Extremist character. Both

Tilak and Sri Aurobindc were convinced that the Britighx
would never give India her freedom voluntarily and démanéed
"Swaraj" or independence in its total sénse. However; thér
Extremist Movement petered out by the end of the first
decade of thié century, followed shortly by the death of

hGokhale in 1915,

- In the next phase of Indian nationalism, the Congresc
acquired a mass character under thgﬁleadership'of Mohandas
Karamchand Candhi or ”Mahatma” Gandbi, as he wés named by
the great Indlan poet Rabindranath Tagore. lahatma Gandhi
was able to give the natioﬁal movement a populist character
by drawing in the peasantry, for na%ional politics haf beel"
restricted to the English-educated ﬁiddle—classes,until this
time. His Non—Cooberation Movements in the 1920's and 1030's

are well known, and followed by>the Quit India Movement in

1941. Among Gandhi's lieutenants, Jawaharlal Nehru, a Harrow-

i



Cambriapye odueated Lnd131)}>orﬁ<nu{111y was o prominent fiure
TH‘COHHFOSN'POLiLicH‘SiHCC the late 14920's.

Musiim veparatism, which berman with. the Fo}wnatxiorl of
the Muslim Learue in 1506, was gaining prémineneé under tﬁé
leadership of Muhammad Alj'Jinnah and reached 1ts peak ir
the mid-1940's with the demand for a separate ng&im state.
The - Hindus had beer more receptive;fo the West in)the initial
pba5@ of Hrjtishirule and had'éonstituted the class of
"BABUS" who had pained prominence as collaborators of British
rule. The Muslims who had been unsympathetic to English
education initially, fearinys that India was ceasihg to be
Dar-al-Islam (Land of Islam), understandatly felt threatened
by the predohinance of Hindus in the EBritish era. - Prominent
Muslims like Sfi Syed’Ahmgd Khan initiated the Aligarh

I v

Movement which contributed widely to the spread of Fnglish

educatlion among Muslim 1éaders. Besides, in the late 19th
oentury, Muslims claimed that theyv had no pia@e in the
economic fabric of India aﬁd leaders like Jinnah advocated
the pfotection of Muslim interests in the face of
overwhelming Hindu prominénce in the Raj.

Muslim separatism culminated in the formation of
Pakistan on August 1“,‘1947, coinciding with the independence
of India on August 15, 1947. Jawaharlal Nehru became the
first Prime Minister of,India and delivered his famous
speech on the eve of independence:

Long yvears ago we made a tryst with destiny! and now

the time comes when we shall redeem our piedge, not
wholly or in full measure, but very substantially.
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AL the otroke of the midnipght hour, when the world olceeps
ITndia will awake to 1ile and freedom. A moment comes,
which comes but rarely ' in history, when we slip out from
the old to the new, when an age ends, and when the soul
of a nation, long cuppressed finds utterance. Tt is
fitting that at this solemn moment we take the pledge

of dedication to the service of India and her peonle and
to the still larprer cause of humanity (felected works of
Jawaharlal Nehru, New Delhi: Orient Longman, 19077).

The partition of 1947 served to weaken and divide India,

5

fomented communal antagoniasm throughout both countries and
encouraged mutual antagonism between the governmentas of
India and Pakictan. When the Dominion of Pakiﬁtan Wi
establishgd in 1947 by thHe Mountbatten Award, the partition
of ‘India which 1t carried out also involved tle ﬁnrtition of
the Pundab and Benral. The six provinces designated to
-constitute Paklistan with thelr present boundaries included a
total population of 107 million. Of these, Muslims
constituted 59 million or 557 and the non-Muslims 48 million
or 45%, Thgs, the non-Muslims would constitute nearly half
of the Muslinm state, while 30 million or nearly two-fifths
of the Muslims in Indié, particularly in the provinces otlLer
a2

than tre ones partitioned to form Pakistan, would remain

) LS

outside the new Muslim state. This illustrates the obvious

limitations of any attempt to settle the communal qQuestion

97]

of the closely intermingled Hindu-Mu¥im pepulation on an
arbitrary territorial basis (Dutt, 1955, p. 242). This
artitrary solution gave rise to interna%!fénsions and
murderous conflicts andqthe mass migrafjonyof

.millions of refugees (Dutt, 1955, p. 2437. Both India and

)
Paklstan had to make elaborate plans about the wavs of



abuoorbing these dAncoming rofuprecs in thelr economy.,  The
refupreo prob]uﬁ “n West Bengrmal was really acute and persiuﬁu
until the present time, causing severe damanc}to the
faltering economy of the state.

Apart from territorial divimions, the partition created
numerous economic problems. Raillwaye, h%?hWays and
irrigation systems were severed. The richest jute and
cotﬁon—frowinﬁ areas went to Pakistan but the great majority
of the Jute and cotton . mills, as well as coal and iron .
depo;its, remained in Tndia. Government acsets, rénginp
from the materials of war and railroad rolling stock down to
rubbe; bandoe ‘and stétjonery had to be dividéd. nven prisone::
and war debts were divided at the time of partition (McLane,
;970, r. 41). The division of Kashmir still remains
unsettled. Botl India and Fakistan claimed the province of \\\\
Kashmir in the ilimalayas. Pakistan claimed Kashmir on the
grounds ‘thiat four-fifths of its population is Muslim,“While
India retained™the larger and richer part of Kashmir on the
grounds that its Hindu ruler, Maharaja Hari Singh, legally
chose to jéin India. GSubsequently, in 1971, the Bengalis
in East Pakistan overthrew the Pakistan regiﬁe and formed the
national zte of Bangladesh. The formation of Bangladesh
weakened iPakistan strategically and created another nation
on the Indian subcontinent.

India become a republic on January 26, 1950, with tre
completion of her new Constitution. According to Percival

, Spear: "the reasons for this were emotional; India wanted
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Lo ecl | Y](i;)})t‘rl(it‘rlt» as well as Lo be so tn et and Law"
(Spear, 1973, p. 2h73), )

opear further suppests that by about 19450 , Indi:
had 7 "shed one chapter in her long history
and opened another. The British had gone, the Republic éf
India had been established under the Prime Ministership of
Nehfu, and "outstanding questions left over from the past
had been dealt with" (Spear, 1573, p. 244),

Since this thesis aims to deal specifically with the
history of formal education in India, it will be interesting
to examine 1f India had indeed finished a chapter in her
history of formal ‘education when the éaptains and»kings had -
departed, or whether India continued the same étructure of
English education in an expanded'form, under new-fangled

policies of Education, with deep divisions betwecn English-

éducated, Vernacular-educated and totally illerate Indians.
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Section Il Feonomie Impact of British Rule

During hier lows and often turbulent history, India had

been subljected to various forelpn invaslons and Incursions.

Most of thece Invasiona were peripheral and had no impact’

on the real centres of Indlan polity.' Indian history can be

seen as an endless serles of Invasions followed by periodn

é‘a? 3

during which the invaders were assimilated into the vact — s»
s ' .
cultural complex theyv encountered. The procecs of o

o

assimilation was not_always peac=ful and the invadcrs,aqditc
often, left a lasting Imprecsion upon the 1ife of the
subcontinent. But nevertheléss, they ended by becoming an
integral part of the Indlan scene and fradually lost toucl

: ' N oA
with their foreign roo%s. The Mughals, who' represented tle

acme of Islamic power in India, were tnoroughly Indianized.

Despite their foreign origince and their cultural links with?
Iran énd the Middle-East, they never looked i!pn themselveghﬁ
as outsiders and became a part of India. | a

With the advent of the British, the situation was very
different. For the first timé, India was subjected to tﬂé
rule of 'a pédple wrho were not only completely alien, but
whose seat of power wag thousand% of miles away and who
stowed no inclinaticn to be assimilated into the Indian
cultural comnlex. Thus, tﬂe Bri;ish impact on India was
deep, many-~"ded and abiding and despite British withdraﬁal

in 3947, continues to exercise a very important influence



even today.

The economic pollcles followed by the BTltlSh led to

3

th//ﬂ\fld transformatlon of India's economy into’a colonlal

economy whoue nature and structure were determlned by the-
z
«needs of -the British economy.¥ .In this respett the Brltlsh

e . .
conquest differed from all pre;ious foreign conquestsl The
previous conquerore‘had overthrown Ihdian politieal powers
but had gfa@pally become a part of Indian life, political as
well a;weco;omic."The peasant, “he artisan, and the .trader
' bad cootinued ﬁo lez i the same . ne of existence as before,
<The basio economic ~atvern, urat of the self—sgfficient
village'economy,lhai beern perpgtuatej: Change of rulers had
'merely meant change i. the personne_ of those who |
apbropriate the peasant ' su;plus. But the'éritish
conquerors were entirely dilferent. They totally disrupted
the traditional structure of the Indian economy. Moreover,
they never became an 1n¥egral part of Indlan life, always
’remalnlno forelgners in the land, exploiting Indian
resources and carrying away India's wealth @s tribute. The:
N

¢

*¥This section on the economic impact of British rule 1s ‘based
on the analytical framework of historians like R.P. Dutt and
Bipan Chandra. Their works include: .

"a) Dutt, R.P« India Today and Tomorrow, People's Publishing

House, Ltd., Delhi, 1955,
b) Chandra,-Bipan The %lse and Growth of Economic
NationaTism -in Indla. - People's Publishing House, New
_Delhi, 1966.
¢) Chandra, Bipan. Modern India. NCERT, New Delhi;, 1971.
d) Chandra, Bipan. Reinterpretation of Nineteenth Century
Indlan EoonomlcﬂHlstory, IESHR, Vol.,V, No. 1, March, -

1968 .4 &ﬁf . : .
Instead Of ading . 1nd1v1dua1 footnotes I claim general
indebtedness for ‘this sectilon. ' .
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results of this subordination of the Indian economy to the
: » . .

interests of British trade were many and varied.

There was a sudden and quick collapse of urban
handicrafts caused largely by competit%dn with the cheaper
imported googsﬁfrom Britain. ~The cotton weaving and spinnigg
industries were the worst bit. Silk and woollen tex@iles,

iron, pottery,‘glass, paper, tanning and dyeing industries

syffered a similar plight. The hig

restrictions imposed on the impcdrt of Indian goods into

{ import duties and other

”

Britain and Europe during the 18th and 19th centdries;w

combined with the development of modern manufacturing

"

industries in'Br;tain, led to the virtual closing of the

European markets to Indian manufacturers after 1820. The

°

. gradual disappearance.of Indian rulers and their courts who-

were the main customers of town industries also-was a bilg

g5 .

blow to 'these industries. The ruin of Indlag bandlcrafts
was. reflected in the economlc ruin of - towns like Murshidabad

‘and cities like Surat which Were famous for thelr manufactures

’The'tragedy was belghtened by the fact that the decay of the

fraditional industries was not accompanied by the growth of
modern machine industries as was the case in Britain and

Europe.: As a result, the ruined handicraftsmen and artisans
failed to find alternative employment. The only choice left

to them was to crowd into agriculture which.added to the

'general préssure*on land, upsetting the equilibrium in rural
: »
sections"and contributing to.the destruction of the self-
[

suff1c1ent v1llage economy. In fact, India now became an

¢ : s
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agricultural colony of manufacturing Britain which needed 1t
as a source of raw materials for i1ts industries and as a
market for its manufactured goods.

The peasant was also progressimely impoverished under

(British rule.¥*¥ 1In spite of the fact that he was now free of

“internal ‘wars, his material condition deteriorated and he

steadily sank into poverty. The land revenue demand was high

in itself and this was made worse by the fact that the peasant

- got 1little economlc return for it, since the government spent

v

'The inability to pay revenue drove the peasant to bory

very little on improving agriculture. Whenever the peasant
failed to pav land revenue, the government or the zamindar
put his land up for sale to collect the arrears of revenue.

But in most cases, tre peasant himself took this step and

sold part of his land. 1In either case, he lost his land.

money at higher;rates‘of interest from the money-le
the end of the 19th century, the money-lender had

major curse of the countryside and an important cauj

growing“poverty‘of the rural areas. The 1lo0ss of land and the

: B i i
overcrowding of land caused by de—industrlallzatlon‘and”lack
of modern industry compelled the landless peasants and ruined

artisans and handicraftsmen to become either tenants of the

*¥Under the Permanent settlement of 1753 in Bengal, the
zamindari system operated there. The Ryotwari system
operated in South India. In the former, the peasants paid
taxes directly to the govérnment.-’However, in both the
settlements, the peasants were oppressed in turn by the
7zamindar and the government. '

. L o
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money-lender ahd zamindars or agricultural labourers at
starvation wages. 3 more and more land passed iq}g the
®

hands of money~-lenders, merchants and rich peasants, a class
cf new landlords arose in the rural -areas. This fTeature was
observed in the Ryotwari settlemegt areaspl A remarkable
;feature of this hew landlordism was the growth of sub-
igfeudation or intermediaries. The zamindars and the new
landlords found it convenient to sublet their right to
collect rent to willing people on profitable terms. But as
rentes increased,‘subleasefs of land in their turn sublét
thelr rights in land. Thus, by a chain process, a large

. o , _ ;
number of rent—regeiving intermediaries between the actual
Cultivatioh and the government Spraﬁg up;' An extremely

s

harmful consequence of the

1

“ifse and growth of zamindars and

landlords was the politioai“;‘ théy pléyed during India's
struggle for independence. Along with-the princes 'of
protected states, they bécame the chief political supporters
of the‘Bfﬁtish‘and opposed the'risigg national movement.
Reaiizing that they owed their exiégﬁnce to British rule,

‘they tried hard to maintaih’and perpetuate it. Aé a result

of oVercrowding of agriculture, excessive land revenue demand,
growth of landlordism,,increasing~ihdgbtedness and the growing
impd?efishment of the cultivatgfs, Indian agriculture began

to stagnéte and deteriorate, resultiqg 3n extremely low Vields
per écre. Besides, due to’inédeﬁuate'ﬁechnology and proper
irrigation, the peasants were'entirely depehndent on the

monsoons, which often failed them. Briti'sh economic s
f : ‘

C
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expioitation, the decay of indigenous industries, the failure

,’Q;f‘modern industries to replace them, high taxation, the
drain of wealth to Britain and a backward agrarian St;ucture
leading to the stagnation of agriculture and the. exploitation
of poor peasants by the zamindars,‘landlords, prinées,
money-lenders, merchénts and the state, reduced the Indian
pebpls to extreme poverty. The poverty of the people found
its'culminaﬁion in*%p series Qf famines which ravagéd ail
parts of India during the later period of British rule.

An important development in the latter half of the“19th
century and the beginning of the 20th century was»ghe
establishment of 1arge—scalz machine—gased industfiés. vThesg
industries iﬁcluded cotton textilé mills, éoql mining, jﬁte,
timberlmiils, leéther tanneries,’woollen textiles, papér,
sugar, rice and flour mills, cement, glass, iron and steel
workes and such mineral industries as salt, mica and salt-
petre. But these industries had a very stunted gréwth since
moét'ofjgﬁe modern Indianvindustries werenowned or controlled
by Britigh'capital. Theﬂindians had some investments only in
the cofton textiles and sugar industries. British enterprise
in India also took advantage of its cloée connection with'_
Britishlsuppliers 6f machinery and equipment, shipping,
insurance companies, margeting agencles, government.officials,
to maintain its dominant position in Indian economic 1life.
Moreover, the‘government followed a conscious policy of

favoring foreign capital as against attempts to invest

Indian capital. The British government had undertaken major
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schemes of public works like rﬁilways in order to

facilitate British enterprise and commerce in India
(Harnetty, 1972, p. 58). The railway policy of the
government also discriminated égainst Indian enterprise;
railway freight rates enco;raged foreign imports at the cost
of trade inadomestic products. It was more costly to
distribute Indian goods ghan to distribute imported goods.
The complete absence of heavy iﬁdustries like machines,
chiemicals and metallu?gy proved a serious weakneés of Indlan
ihdustrial éffort and detrimental to the rapid and
ihdependent development 'of industried in India. India was
éisd;deficieint.in her development of electric powér.

Apart from ﬁachine—based industries, the 19th century
élso witnessed the growth of plantation industries Sﬁch as
indigo, tea and coffee. Thev were almost exclusiQely
European in ownership. 1Indigo was used as a dye in textile
manufacture. «Indigo‘plantations were‘introduced in Iﬁdia
at the end of the 18th century and flourished in Bengalgand
Bihar. Indigo planters were widely known Yor their
oppression of the peasants who were compelled by them to
éuitivate indigo. This oppression was vividly portrayed by
the famous Bengali writer, Dinabandhu;Mitra, in his play
Neel Darpan in 1860. The invention of a synthetic dye was

L4

a big blow to the indigo industry which gradually declined.

The plantations and other foreign-owned industries were
hardly of much advantége to the Indlan people. Indians were

mainly employed as unskilled labour and conditions of n%ar
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slavery prevalled in the plantations. The profits were
drained out of the dountry and most Af the technic&l staff
was forelgn. Besides, the government deliberately:
Q§discour’aged highf; techﬁical education and'did not make
édequate ;rrahgements for technicél education. . The
industrial development in India was not uniform and unequal
regional ecénomic development led to wide regionaly
disparities in income and affected the level of national
integration. The legacy of this problem persists even
todéy. Moreover, Indian enterprise encountered opposition
ffom the British Indian govq@nment. British manufacturers

looked upon Indian textile and other industries as their

rivals and applied pressure én the government to protect
‘ 4

< ’
exports. There was cobviously a

Indian markets for British
glaring cbntradicfion between British actions and tlre—free-
trade principles which the British claimed to honour. The
principles of lalssez faire, essentially a myth, were

manipulaﬁed in the era of free trade to uphold, protect and

promote British interests (Harnetty, 1072, p. 126). On the

S

F
whole, industrial progress in India was exceedingly slow and

painful; In terms of prodﬁction, as well ‘as employment, the
’modern industrial development of India was nominal compared
aith the economic development of other countries or with
India's economic needs. It did not even goppégsate f'or the
‘isplacement of the indigenous handicrafts; it haa little
~2% on the problems.of poverty and overcrowding of land.

India's economic backwardness and poverty were man—made.

&
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The naturél resources of India were abundant'and capable of
’vyjelding, if properly utilized and developed, a high derree

of prospefity. But, as a result of fo}eign rule and
exploitation, and of a backward agrarian and industrial
economic structﬁre,\india presenﬁed the paradox of poor peonple
living in a rich country (Chandra, 1971, p. 195). It is
against this baokground of tbe real potentilal wealth of

India and the failure to develop it, that the terrible

poverty of the Indian population stands dut with ominous

significance.

>



Section Tlla: Post Independence bra:
Plang and Stratepglien

Jawaharlal Nehru remained the Prime Minister of India between
1047-1064, Spear describes Nehra ac:

" the son of a brilliant father in the select circle of
major leaders during the twenties and he came from the
heartland of northern India and core of the modern
national movement, the middle Ganges Valley. He was
successively the disciple; favoured son, and lelutenant
of Gandhi, the patron saint of the movement, so that
.much of the veneration attached to the Mahatma
descended to him. He was the idol of the youngeyp left
wing Conrressmen, for many years. . . . He carried with
him something of the magic aura of the Mahatma for the
masses and all the prestigce of a forward-looking
nationalist for the classec (Opear, 1983, pp. 244-245).

Nehru directed India on the path of arreement between thre
opposings ideolories of capitalism on the one hand arnd
communism on the other. It was “hiéfexperimental framework"
"that encouraged a creative approaéh towards solving probleme

"

of "production and distribution", combining foals of "growth

and reduction of disparities”, while aveiding the™"violence
and regimentation of revolutionary change" (Frankel, 1978,
p. 3). Under Nehru's leadership, the éommitment to
demweratic social transformation was the cornerstone of
India's total developmehf.strategy and formed the basis of
national planning after the creation of the National Planning
Commissién in 1250,

According to Frankel, the Nehru years witnessed the
"direct result of Gaﬁdhian soclialist coilaboration” in the

—
/

development strategy of India" (¥Frankel, 19.8,_p. 15). This



fortultous conjunction of traditional lindu values, oo
}'oirlL(w'pru\L(wi by Mahatma Gandhi, and "modern™ ethical
precepts o Marxism, provide an "unexpected basis'" for
coilaboration between the religiously-oriented, traditional
Gandhian wing of Confrress and the secular-minded modernist
intellipentdia. India's basic approach to planning in the
post-independence period was derived from the "Gandbian-
Soclallist collaboration" (Frankel, 1978, p. 15). ’

Tie Miret Five Year Plan ih 1951 iaid emphasic on
providing an infrastructure for rapid jndustrial'expansj@n.
However, in reality, of the total public funds expended in .
then?irsf Plan, neafly two-thirds or 657 went simply to
re%torihg India's prewar consumer goods production
capability, repaliring communication and attempting to raise
argrlcultural vields. Industry and mining received only
7;65 of the total capital outiav and power, about 11¢
(Wolpert, 1671, v.  36¢1). Besides, import of feood was to

o
remain a major consideration for the Indian government in
the next two decades.

The Second Five Year Plan (1G56-19€61) sourht to
promote the kind of development which should lead to the
establishment of a socialistic pattern of society in India.
It stressed that the benefits of economic development should
Le spread tc the reliatively less privileged sections of
socliety, and that there should be a progressive reduction in
trhe concentration of incomes, wealth and economic power

(India, Minictry of Information and Broadcasting. India: A



Hetferonee Journal, 'L”]J%, p.ol8h, caoted T Fattalal, J.,
Fducation In India's Five Year Plans:; A Hicstorical Heview
(1951~70) and Critical Appraisal, Canadian and International
Fducdation, Vol. 7, No. 1, June, 1978, p. 10). The Second
lan placed a major emphasis on many irmhlstr‘{cs. Tndustry
and mining received about 207 of the Second Plan's funding.

India made larpe ostrides in the pr-m<h1a:ti,gix ot ircorn-ore,

and in the manufacturing of &‘que ranre of electrical proode
and machine toole. ler power capacity doubled uand cotton
textiles remained the leadiny inductry 1n the country
(Wolpert, 1977, p. 3062). :
Lel.ru had envisagped a modernizced Indla, competing with

the rest of the world and the enplasis on heavy industriec

.

and ‘te organized sector was in keeping with his visions of

Tndia. By the Third Five Year' Plan (1$61-106(), India

rose to the rank of the world's tenth most industrially

advanced nation (Wolpert, 19077, p. 3u3). The Third Plan~has
P ~ '

g
formuszated emphasizing the long-term oblectives for the next

o

[

5 years. Its immediate aims were to Secure an increase in
tre national income of over 5% per year and ensure, at tHe
same time, a pattern of investment whicl could sustain thic
rate of growth during subseguent plan periods. There would.
be an attempt to achieve self-sufficiency in foodgrains and
increase agricultural production to meet the requirements of
industry and exports. There was a need to expand basic

industries like steel, chemicals, fuel and power and

establish machine-bullding capacity, so that the requirementuc



ol fuPLrwr,Induﬁininlizntjon could be met within a pertod
o’ Lo vears or o so, malnly from the country's own renource:n.
The Plan would make efforts to utillize to‘therfullest
posaible extent the manpower resources of the country and
ensure a potential egpansion in emplpyment opportunities.
Finally, the Plan would persevere t@ estab:lish progressively
greater equallty of opporppniLy and try to bring about
reducetion in disparities 5? income and wealtl and a more
even distribution of economic power (Kattackal, 1678, p.

Nehru did rnot survive to see the PFourth Plan and

[
[
~——

India's second Prime Minister, Lal Bahadur fhastri, came to
power in i@éh, shortly af@er Nehru's deatl.. Ghastri was
the antithesic of Nerru, since he had not been educated in
fnpland, had crent little time abroad, had an unassertive

manner and = - re comfortable in his mother-tongue,

Hindil. Despiio the deaths of pimi Gandhi and MNehru, the

-1
%

ruling Congress party, under SX&s'

stri and later under Indirs

-

~

Gandhi, remained committed to the Géndhian—Sogialiot
stratery of national development. The inherent
centradictions of this strategy are apparent. Since
industrialization and social modernization were hardly the
same as hand-spinning and rural uplift, India, by the mids
60's, had acquired "a dual personality, its industrialized
urtan 1ife co-existing wilth and dependent ubon the cﬁéap
latour o¥ the pre—electrified rural soclety that still \
covered the subcontinent™ (Wolpert, 1977, p. 376).

After considerable internal strife within the Ccngress

»
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party over suceescion and leaderahip, Indira Gandhbi owas
elected Prime Mindister of Tndia in 1307 and promised to
continue the policles established by Nelru and Shastrpd

(Wolpert, 1977, p. 384%). The Fourth live Yemp Plan (1969

‘to 1074) aimed at hastening the tempo of development in

conditions of%gtabjljty. It soupht to Introduce safgguards
arainst the fluctuation of agricultural production as well

as the uncertainties of foreiyrn aid. Tt would aim to raise

1

jthe standard of 1iving of the people throurh socilal

prosrams also desipgned to promote equalltv and sbcia]
Justice. The Plan would attempt to lay special emphasis on
improvin. the conditign vatheylegq privileged and weaker
sections of the Indian society, especially through the
provision of employment and education (Kattackal, 1978,
T _

p.o13).

The FiTth Pive Year Plan (107L4-1970Q) initiated under
the Prime Mlnlotershlp of Indira Géndhi, named "removal of o‘
poverty" ané attaanen£ of self-reliance" as its dual

objective. mke Pamogu'slogan of . ”Gar@gL ﬁ@t " or eradicate

poverty wa c01ned by'th,

'G»gre§§’paftw aha Waq-gWOmoted

“ a

through the Fyfth'P an;;

nutrltlon $tandardq ézww

‘»'

‘1’\

‘Attempts woulﬁ be ma@@ t6 e%pand emplovmént“opportunltles for

the weaker s itlonsu along w1th the acleerated growth of
@./'Z ‘ !

1ndh<tr¢al ?d frlqultural output.” A Vatloﬁal Prorraw to

meet the mi

J !

1978, p. 16) S

X
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formulated {j
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Mro, toedh b dedlared a natlonal emevirency o 1975 on iy
. . -’.
prounds of an alleped threat to national security and In 1077

after the enerpency was 1if'ted, she was detfeated in the natto

. - . N ) | i
electlions alony with her ruling Conpress Party.  The Janata

Party swept to power in 1977sunder the Prime Minlstership
ot Morarji Desal. The Janata Party remained in off'ice until

L]

1980 when Mra. Gandhi was retufned to power by a landolide
victoryv., Mre. Gandhl remained at the helm of Tndian affalpr
untll her death In Octoeber, 1984, Rajlv Gandhi, "her son
and heir", was elected Fresident of the Congrecs (1) Party

B

which returned to power in the recent Indian electlons with
a landslide victorv. Gandhi was sworn in av Prime Minister
in January, 1087,

It is unlikely that there will be a"major reversal in
the deveiopment prccess in India under the new Prime
Minister. The sixth Five Year Plan ended irn March, 198% andi

.

trhe seventh Five Year Plan began ong

7

o

111, 108°@ Tre

P

P PRI . ) & -.\.v . . .
priorities remain much the same iﬂé Zre are no indiczations
e, , ‘ ‘

of majcr structural changets in the economic, soclal or

educational fabric of India.

Section ITIIb: The Real Indian Experience

Tragically enough, Indian poverty still persists on a
macs scale 37 years after independence. After the attainment
of independence, there was no major redistribution of power

between formerly oppressing and oppressed classes. Welsskopf

4
states that:

TN
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there was some shift of poWer among elites: indigenous
businessmen and pr’ofeSSionalc gained at the expense
of their foreign counterparts -and some ©of the more

enterprising large. landholders gained at- the expense“‘”

of traditional rural potentates and absentee

landlords most closely linked to the British. India's

parliamentary ‘democratic system has enabled certain

intermediate groupsf— such as moderately well-to-do
'peasant and ‘brganized urban workers - to have some
voice i national affairs, but the vast majority of
poor peasants, landless labourers, and unorganized
- urban dwellers remain as powerleso as before

(Weisskopf,. 1975, p. 363). '

The capacify of the national ‘political leadership
fior confident government performance ic limited Dy
certain important political and institutional facgors.
The eystem of parliamentary democracy gives certain
interest groupc the freedom to oppose various aspegts of
covernment poiicy,\ causing oonstraints in the performance
;gnd‘role of the central QOVernment. ’Besides, this system
is unable to equalize the dietribution of politioal
poWer (Weisskopf, l97), p. 363). The federal structure
of the Indian government, partly due to India's

. S

etnnological heterogeneity , provides the state
government Witn critical responoibilitieo; causing a

: reduction in the. power of. the oentral Fovernmené\and the
\ national political. leadersnip (Weisskopf, 1985,
p. 363). The proteotion afforded by the Indian
Constitution to private property rights, reflecting
the Cdinterests of powerful properties classeo,
imposed restrictions on the power of the state.to (i

implement institutional changes affecting private

property. The central government remained weak

—~
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and i%s~re§tricted capacity to mobilize the economic gurpl er
, | ‘5~¢/% 5

together with the continued strength of private capitaly’

led to a considerable role for foreigners in India's

develogh@n. (Weisskopf, 1975, ®p. 363-364). '

;W53 Indjia is a: predomlnantly agrarlan country, with
P of its over 600 million people (745 million now)

living in villages where most of them depend. on land

- for their livelihood (Hiro,” 1976, p. 19).

Aéricqlture is unevenly developed in India. Most of
the landholdings in the countryside ere really fragmented and
the peasants cultivete the lands by primitive metoOds like
“the use of plough, drawn by bu11° There are areas where
shifc cultivation 1i's utilized. ngk quality seeds and proper
fertilizers are not employed, leaoing to7staggeringly low
yields per acre, Besidesys non—mecﬁanized‘farming is not as-
eff1c1ent and is -unable to mass- produce gralns. There are
other dreas also relatlvely small in Punjab and Haryana
where tractors, chemlcal/fertlllzers hlgh vield varletles
of seed and wage labour are commonplace Various land:
reform 1eglslatlons since the earlv 1950s have replaced the
Jclass of zamindars or Jaglrdars (the traditional, offen

absentee 1andlords) by a class of rich peasants who directly

participate in farm managememt, and a muel larger clasebof

5
] B
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middle peasants. The'class of middle peasants hire the

seryices of the poor-peasants and‘the landless in the village

(Hipé; 1976, p. 4). - The Land Ceiling Act in the post-independence

period restricted land ownership in rural India to a few |
_acreg. ;TheATenancy.Act in the same period emohasized the

PO v K]
R -

rights of the peasants and insisted or the security and the
& o y ‘
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protectién of the peasantry. Unfortunaﬁely, neither of these
twqﬁgzts were really effectivé since the majority of ﬁhe
b@gsanmrj are stirl Very.insecure and poor and the richer
peasanbgﬁown much more land than the Land Celling Act would
allow. The'money—lender is still a phenomenon in the rural
areas, though he Qperates on a striétly private basis. The
peasants are about as impoverished as they weré‘a genératibn’
ago, dependgnt on an unce}tain_monsooq, usual1y_deep ip debt,
perpetuall§ in the clutéhes.of an exacting monéy—lender;
The planned changes promised by the Indlan governmeﬁt in‘the

villages have so far been more superficial than hag_%%gnf
hoped (Lamb, 1975, p. 175). ' SRS

The urban centres like Bombay, Calcutta and Madras
have deterlorated chae to contlnued lag in hou51ng,

‘sanitation, wate“ supply and publlb transport (especially&

P

Calcutta) with respect to a rising population.. The inflow

of landless. and poor peasants from the countryside; who’are
attracted by the glamour of big cities, contribute to the

r1Q1ng populatlon of- the large urban centires (hlro 1976, p-

The number ana 51@e of slums keep ingreasing every year

Perhaps a reason for the ‘attitude of aloof dlsdalnful

-

superlority of ertaih upper class Indians who have
experienced. a betterﬂﬁife may be their deep emotional rfeed

to dissociate themselves from,such appalling misery. As

pointed out earlier,fthe poof are basﬁkaily in the same
condltlon they were‘a generatlon ago, while the rich have
J

been growing rlcher, evident from the rlslng demand in the

19).
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city of smuggled luxury goods (by Indian standards) and '
luxury housing. The rich make exhorbitant profits by
inv&lving themselves directly or indirectly in financing
such operations a%\smuggling,‘foreign currency exchange
racket, buying and selling luxury housing and officé
accommodation, etc‘ (leo 1976“ .26). -. | ﬂ

-Indlan industry has not progressed sufflclently to s
"

'absorb the growing Indlan populatlon The fast rising Indian?

populatlon remains a perpetual problem for the falterlng'
Indian economy. The problem of the educated unemployed,
léfgely urtarn-based, 1s a Significaht one iﬁ India. However,
thisveducated'or literate Vécal unemployed sectibn attracts
macﬁ more attention than the far bigger but non-vocal
disorganizedymanpower surp}us in rural areas,

be;uptiqn-in India was not unknown in the past. But.
the corruption on the scale on which it flourishes today is
incredible. Tt is boosted by the most powerful, withih the’
governmen£ and outside it and there 1s usualiy no ceiling on
it. Corruption inpindustrialization, tied with the country's

progress in industrialization, has added a new ominous

" dimension to the national .economy while the corruption in

)

governmént department% as 1and revenué, customs ,excise,
pollce, publlc Works has become more W1despread Corruptlon
farvely is no 1onger con51dered morally stlgmatlzlng Those

*ﬁ%o give brlbes and those who receive them do so wwthout any

-0

moreal qualms. If anybody does get{caught, which is rare

indeed, fhe social and polipical'eliﬁe are too ready to
. ‘:a' - : . o
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forgive them, being quite aware of their own personal
limitations (Hiro, p. 39)1 ,
The fragedy‘of India's extreme poverty'lies in the fact
that—there isﬂenormoUs wealth in India, ®oncentrated in a
few industrial families like the Tatas and Birlas. It.is
possible to ignore this fact if the severe poverty of India
.1 emphasized. It 'is Virtuaily of no ﬁse to keep looking
back at the glbrious Indian heritage, the days of Indus
Valley.Civilization, the Golden Age of the Gupta Kings.
India cannot live and survive iﬁrher glorious gas% any
longer. Concrete pfesent reglities like industrial,.hrban,
rural and ecbnomic under deVelopment, massive unemployment,
incredible poverty haveljo be faced. Mrs. Gandhi's slugans
- of 'Garibi Hatao'¥ in the past have now to be turned into
at least a remote reality. DemOcracy isxreally Eommendable
i -

but along with freedom of speech, actiéﬁ, etc., Indlans

desperately need thetfreedom,to survive,

o

. ) N } ‘ .
¥An election slogan in Hindi, coined by Mrs. Gandhi, in the
1971 Indian elections, which .means remove poverty..

)



Chapter 5.

Vi

COLONIAL EDUCATION

.
Section I: Fducation as Cultural Impfrialism
in Colonial Britigh India., -

i w'

A

Britain's educational policies in India” wgre an effecthP
way of.controlling the subéontinent and perpeguating Indian
economig.dependence on her colornizer. In the early era of
British rule, education was used to pacify the Tndians who
were allowed to set up Oriental colleges Qnder British
patrénaqé aldpo by Orientalists like Warren Hactlngs
However, the early days were: characterlzed by mercantllp
acvivity and the traders were intent on maxim121ng their
profits_without jeopardizing theilr toe—holdAon India.
According to Martiﬁ Carnoy, the Indian exaﬁple illustrates
effectively how changeé in‘ﬁhe educational system were
designed according to the perceiygdﬁgeeds of the éolonizery
(Carnovg 1974, ‘p. 183) BritishAngérnment became susceptible
to 1ndustr1al pressure groups, partlcularly the Lancashlre
cottorn manufacturers‘ concerted effort to change India's
role in relation to the metropole. This alteration in the
pattern ofbeconomic interaction was accOmpanied by a
reconstructed éducation system which would aid Indians in
becoming better consumerg of British godds. The change 1in

e 3

the system of education came about-after a great deal of
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controversy between the Orientalists and Anglicists In the
British Indian administration. The Anglicist policy emerged
Vicﬁorious and was put into practice. There was an initial
period of opposition to English'edgcatidn. However, the
British Indian administration decidéd to recruit lower-level
administrative personnel in the government from English-
educated Indians, thereby créating a demand and an incentive
for English education.
é;}tish rule graduélly destroyed the t;aditional
structure and replaced it.with "a European;orientéd
hierarchy" (Carnoy, 1974, p. 83). 1In order to do thié, t%e
British had to bring apout a cultural tfansformation among
the Indian population to create a class of Indians who were
loyal to the British Crown and wduld serve as links between
the. Raj and the majority of unassimilated Indians. TFor the
" British, "progress" in India was synonymou® with British
control of Indian resources. Englisi/;égggtion was designed
to achileve this .goal. |

The Beginnings of Western FEducation

[ -

“In)the eariy era of British involvement.in India, the
‘ﬁmissionaries arrived in the wake ofjthe Company traders.
The Company was competing ferociously with the Portuguese,
the Dutch and the French to gain trading conce551onq from
the Mughals and were starting to make some headway . “ At this

partlcular Juncture, the missicnaries, under the mllltarv

pfotgction of the Company, copld‘éstablish‘a closer contact

o il b - )
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with the people and the reopraphlical area and,provide J

eccential information about the culture, social structure,
economic production and trading modes of the people (Carnoy,
1974, p. 88). The missionaries attempted to learn local
languarges in order to communicate directly with the people
and started printing pressec which began putting forward
translations of the Bible. The commercial enterprisc»of the
Company was greatly facilitated by the introduction of
Western pefspectives through'missionary activity. The
micsiondaries were based in urban areas, serving the Enrlish
community as well as the indiéenous elites by‘provfdinr
Enclish education and réligious activity. In the rural
areas, they undertbok’the task of convgrﬂing the iﬁdivenous
people to Christianity. The major emphasis of missionary
aetivity was on social reforrs in the area o% traditional
cacte system and there was a concerted effort to shed some
1ight.ONvthe‘indigenous pégple in order to "civili:e”rlndia

(Carnoy, 1974, p. 89).

Establishment of Wectern Education

| Until 1770, the Company was éctively assistings the
misSionariés with finance and protectioﬂ. However, with the
establishment of the East India Company as a political power,
the administration of the Company was openly discouraging
missionaries in their mission of social modernization since
it offended the indigenous elites and could lead to the losc

e

-

“.valuable co—operatioh from them. The East India Company
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{1id everythine In 1o power to keep micoionaries out of itg
territory in Bengmal.  They introduced the policy of
Oricntalism to placate and ctrenmthen the traditional elite,

However, decpite theoe official measures, micsionaries like
B

. s . g

Carey, Marshman and Ward set up a Baptist micgsion 1in ¥

Serampore, Bengal and established a printing press where
Bibles were printed in various dialects, along with textboBks
for scheols and colleres. " Later, the Serampore Collere for

Boygs was founded and in 1818 the first Englich Languace

aaily, "Friend of India" was starteda. The "Friend of India"

~

proved to te quite persuasive, providing moral juétificatjons
for povernment policy and was often guoted in the 1oca1’fress.
;

Carnoy provides an interesting analysis in connection with

thevCompany's oprosition to missionary work and its advocacy

of Orientalism. According to Carnoy, 1t was more than ‘
: 3

'Christianity that was in quection. English, or Western »

education itself, was opposed by the Company administrators

).

L)

QCarnoy, 1274, . 9

In the early era of British ruje, there were no efforts
towards the development of markets or new forms of production
or any major economioﬁtranéformatiohs in rural India.
Utilizing their @ilitary r%@@ﬂfcé§ and their trade, the
Company had gained control ofFéynew territory. ~However,
they had yet to gain the co-operation of the indigenous
elite and religious leaders or establish any communlication

: ‘1% , 4

with ?he local @ﬁgple through language or law. Thergfore,

gEat

o M .
v and Western reform appeared like an

English educats



unnwupnuurily hort Tle and forceful tack (Caruoy, rayhy
p.o00). Carnoy makes another pertinent observation hoere,
remarking that ultimately, Englich ceducation wan what tiﬁo
colontialicsts would like but for the time beling, they were
exercising restraint in their dealingﬁ, depending, on their
superior military strength as a last resort (Carnov, 1974,

p. 92).

Orilentalism

Orientalist policy was decipgned to strengthen and
placate the traditional indigenous ellte in areas pnder
British control and thereby helé to perpetuate British bower
~at a point when it was still weak. Fducation cétered to
;pative elitec in their own lancuage and mainly under their

direction. Orientalist policy truly began with Warren

Hastinrs in 1772 when he was appcointed the povernor of Benral

and attempted to establish a firmly entrenched government.

In two years, Warhen Hastings was declared the Tirst
rovernor-general of the East India Companv'cs territory in
India. Hic major task involved the establishment of a
Supreﬁe Court in Calcutta and the codification of Indian
law'for British administrative use. Hastinge attempted to
court Hindu and Muslim elites by promising complete non-
interfereﬁce in their lives and simultaneously'enlisting
their co-operation to bolster ﬁhe foundations of British

rule in India. Many of these indigenous ellites became

landlords in this era and formed a class of traditional



C(conprador/Boarreotnie) danded aristocracy that actively
co-operated with the British unt il the middle of the 20th
contury. Mioslonaries were panmed from British territory at
this time (Carnoy, 1076, p. 90). Hastings founded the
Caleutta Madrasah in 1780 and succeeded' in pacifying the
Muclim communityv. Thouph intit .1:’111& started with hic ov:m
private capital, HOStiDRS manaped to acquire-a grant’from the
Cowmpany for the Madracah, making 1t the first state-supported

*

scpool in Tndic. ‘Tho LRenaras Sanskrit Collepe war founded
coort after thic in 1791, | |

VJonstuart Flphingtone, the governor of the Bombay
Presidency, initiated an Orientalist policy in education with

&

the first governmental‘act. Elphinstone foundéd a lindu
collepe at Pune in the Bombay Presidency in 1820.

Tn 1784, Pitt passed the India Act which attempted
to reprulate the rcle of the Bast India Company in Indian
affairs. A reneral dissatisfactidn with the Company's
conduct, along with the impeachﬁeht of Warren Hastings 1n
1785, led to a public outcry which gave the missionaries a
breathins space and eventually the protec%ion they needed
to operate in India. This in turn provided the incentivé
te educational qctivities. The Fort William Coilege was
founded in 1800, despite loud protests from the Court of
Directors, and was used to provide training for Ekuropeans
and Company officials in Indian languages, history and law.

Wilberforce's efforts to include an education clause in

the Charter of 1792 had failed earlier but with the new



Chartor /\\~ft, of l.t% l,% , «moedu L':xt,:lcwrl clausc was i‘rli,r'<>n111<-<*<j
with directlions to the Company to sel aside a min lrﬂllrfl.‘(\ f
once lakh rupees annually for Indian education. Besiden
this, missionaries were allowed to function freely
throughout the tem"itor’iesl Tohc Cbm*ter of 1813 also
abolished the Company's trading monopoly, allowing British
industrialists free access to the Indian market. However,
»

none of the money sect aside by this educational provision
in' Lhe Act’ of 1812 was spént on furtherine education until
1820 (Carrerr, 1974, p. 96).

The entrance of the’coldnial go&ernment into
indigenous education took place at the end of a
protracted struggle. Chéﬁles Grant, a memQér of the
Clapham sect, who later became a company.directorv(l797—
1818), member of Parliament (1802-1818) énd founder of
the Church Migssionary Society in 1799, had stated as early
as 1792 that education should be utilized to uplifﬂ the
morals of the local people. Grant had emphasiczed a
system of educatiog in the English 1agguage, thereby
preceding Macaulay by b3 years‘GCarnoy, 197@, p. 97).
Carnoy comments that Grant could coﬁprehend both the
cultural and e economic aspects‘bf imperialism, especially
when he stateu that "to introduce the language of the
conquerors seems to be an obvious means of assimilating o
conquered people to them" (Carnoy, 1974, p. 97). ‘érént's
ideas pfovided a clear picture of the basic logic of

subsequent events. However, educatlional expenditures

(1”



P o Wt

e LN b 00 A I o '
o '& y’kl:}v.} ', ' . b oL A ' : %
vy A

E "li‘f»!‘ ‘ .
K xdi’t‘ﬁ%ﬁ'ﬁwt.n ¢ 20t
[N PR SN

remained very 'Mr%m
By 1847, th(lv‘.(ﬁo 10uwlﬁﬁan~ OOQ'NLu((rL
enrolled tn-pover r'fmt %1t - jtgpomm red L‘m‘:ﬂ‘lifégl- ipea king,
sehoole: in 1805 there were 156quludonW’ in the
Northwest plovjﬁv.bﬁ 7, O?G 11 all) Y6 institutions
of Benpal-Assam and OT]O»@, g, 134 in Borbay ; and
156 in Madras. Not all qf. theg were Englishe,
speaking. There were Aluoﬁgg E¥ glish thQolw
by misslonariey with 13 WOOwut ents (Larnoy,
1(/l P. (M'). " o 0 "% N

. «
The QOrientalizt policy on’inued in a modlfied form after

bs}
‘PHTUTV.

1812, when the Anrlo-Indian Vedyalaya Collegg was
founded In Calcutta in 1816, followed by a Sanckrit Collere
in 1823 and 2 colleme in Apgra in the same year. However, &

the British'soon took over these colleges and introduced

Ul

Englicsh c¢lasses as well'asturopean suﬁjeqfs. In Bomb:y,

~the governor, Elphinstone, followed an Orientalist poatioy
in the early years of British power, mainly in the
interests of.a stronger foothold in the future. The

Bombay Native Education Soclety was estabrlished unde- .

indigenous educators and it was expected that some Western.
concepts would be introduced in the primary, decondary and,

rost-gecondary institutions in the course of teaching law, ..

literature, etc. An Engineering Institute already existed -

in Poona, while ahother one was added 1n Eombay in order

to train Indians in mechanical arts and lower services..

These semi-skilled people would, in turn, provide help téj
EFuropean engineers in the construction and supervision Qf;‘ :

'

public works (Carnoy, 1974, pp. 08-09). It is interesting
to note here that these very same institutes trained

Furopean students to be surveyors, engineers, etc.



-~

Grant 's ideas of "asy milutinm‘u bwnqu@rwd peoploe™
throush LQf,int‘r'odu(‘t,j(_m of "the lanpuare of Ui
(w»ru1urzrww1ut”‘ Wik jviw)dxic,ln;" recsults In the 18200 throwsh
;orle .-JIH\'(.‘ Raja Rammohan Roy. Rammohan lnm wiis Lhe
préccrtor of a reliyrious PCfAPm movomgnt known ac the Briahmo
Sama,) and wag tbe first amorg, @ number ot Hindu religious

»

reformers, who perceived British rule és a good Influence,
Fad

Hefattempted to ubili:etﬂu}British as oan ally in reforming
oppreccive Hindu traditions in a secular and Western
perspective. o e battled for the abolichment of customs
like Satdl (widow—bﬁrning), for property rights for women
and for the use of tﬁe English language in the law courts.
Rammohan Rev died in 1833. He has often bteen dezcribed
as a towering figure in the So—callgd "Bengal Renaissance" .
of the 19th century which produced a large number of
rnelish-educated figures who made a concerted attempt to
Westernize, secularizé€, and modernize India.

The first Reforﬁ Bill was passed in Parliament 1in

.

18

1_s)

2. The middle classes had attailped poli?ica] power and
were in favour of their ideolo%i f laissez-faire

o N
capitalism. In 1833, the Chafce? of the East India Company

o v

was due for renewal and presented a golden opportunity for
the implementétiohnof laissez-faire capitalism. The trading

powers of the East Indila Company was abolished and it became

v

a purely administrative body, i.e.,”gge government of India.

Provisions were®made in the Charter that Tndians coUkd Mot

pe barred from holding offices in the Company, on the
NN
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basis pf their‘rgligion, birthplace, descent or'oOi$urfr

e
L'y 3

According to Carnoy, the stage was set fér hiring

e N ; ! ‘ .
Indians to work ‘in the lower administrative levels of the

Macaulay stated in his minutes that:

British Indian government and become'loyal servants of

s

th&® British Raj (Carnoy, 1974, p. 100.
: <
English.education was req@ired immediately and
. : N r

Macaulay arrived in India in 1834 to hasten the process.
: . oy ,
W _ ' S i
- In India, English is. the language spoken by the
. ruling class. . . . We must do our best to form
a class. who may be - 1nterpreters between us and the
miliions whom #e ,govern . a class of persono,
Indians in blood and colour, but English=
;j/f,tastes; in opinions, in morals and in 1ntéllect
' (Nurallah and Naik, 197u p. 136).

The pOllt“C&l trends for angllclsm in educatlon ‘wege:

Y

‘present at the turn of’ the 19th century. 1n Indla.

N
Macaulav s Mlnutes prov1ded the 1de010g10a1 content and

the ratlonale for ‘the 1mp1ementatlon of an EngllsV

- educablon. Tha'empha51s‘on "a.class of Indlans who were

’ 5

i

e

T . - N o
' ¢onsumers through economic. development.  But the primary

- N ° , . L

"English in tastes Lin, opinions in, morals and in

1nteliec*” ‘but were Indlan in blood gnd’oolour” iﬁ'the.

o

..
‘  ma%p feature in. the whole context of eQucat1on .the

r at ) -

fou@datlon of cultural %mber1allsm. It 15 1mportant to
comprehend the phnlosophlcal b351§ Qf Macaulay s 1egacy

N ¥
whkeh empha51zed onward and upwarg pTOgreSS and 1s S@lll'\

R S S A e .

'a parbxof the Engllsh educat&on system 1n Indla even

\

today. .Tpere-was a)definite.HEed for cbeapér 1ower—1eve1

]

'admihiétfativé personnel andja greater propertion of

1 Y

—
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purpose of English. education was "to boild'a cultural
dependency among the educated and ruling classes so that

revolution would never be a likely alterQatiVe” (Carnoy,

~

197u p. 100).

The form that the eduoatlon took for the elite 1ends¢§:

W

oredence to the theme of cultural 1mper1a11°m . The
'Brltlsh did not attempt to 1noulcate a flrm}knoﬁiedée of
the fundamentals of“science— teobnology,‘eoopomics and
‘politics but Tbrely;gmpha51%eo Ebglish 1itebature,v |
phllosophvzmxfaétaﬂ*&siﬁs an the. ”most slav1sh imitative

jfashlon” (Carnoy, 197M p. lOl) Thls type of educatlon
o)

,helped the Indlans to attain some sense of Vocabulary,
necessapvqfor worklna in 1aw and admlnistration‘ |
'fMoreover, it infused a respect andvadmlratlon for "the
arlstocratlc v1rtues of the maJestlc Engllsh language and
culture" and a 51mu1taneouo contempt for the Indign |
]background (Capnoy; 1%£u Py 101). Unfortunately, thls

bls true of certaln educated Indians even today The : 3&%;
eontent of this education led to the creatlon of a

q
partlcularrolass of Iridians a$ predlcted by*Maoaulay,,who
. LY

felt more at bome with Brltlsh,professora ratber than Indian o

&

f‘peasants,‘w1th whom tbey Were unable t