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32.1 INTRODUCTION

British came to India with a commercial purpose. However, in the process of colonising,
they adopted an educational policy which aimed at cultural conquest and distributed
towards political subjugation of the country. Two types of educational systems existed
in India, to put it in simple terms, before the arrival of tht British. One for the Hindus
and the other for the Muslims.

i

The education among the Hindus was restricted and the Brahmins alone had the
privilege to study and interpret the religious texts or any other forms of knowledge.
They studied in special seminaries established for the purpose, such as Tols,
Vidyalayas and Chatuspatis where the medium of instruction was Sanskrit. There
were vernacular schools for the common people. Apart from the religious
instructions they taught mainly reading, writing and rudiments of arithmetic. These
schools generally enrolled the sons of the traders. Women, “lower castes” and
agriculturists hardly received any education.

Among the Muslims anyone could study at the Madarasa where education was
imparted in Arabic, the language in which the Koran was written. There ‘were
schools which taught vernaculars, Persian and other subjects in addition to the
Koran.
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At the same time many other subjects were also taught under both the religious ystems
of education.

Once the East India Company was transformea rrom a traamg company to the Extent
of Colonial ruling power in Bengal, it started consolidating its position as a political
power in other parts of India. However, till 1812 it pursued a policy of indifference and
non-interference towards education. This was because the Company itself was busy
consolidating its power in post 1765 period. When Waren Hastings became Governor
of Bengal in 1772 his first concern was to encourage oriental learning and research in
order to earn the goodwill of both, the Hindus and the Muslims. In 1781, he founded
the Calcutta Madarasa with the object “to qualify the sons of Mohammadan gentlemen
for responsible and lucrative offices in the state”(Sharp, H : 1920, p.7). Muslim law
and related subjects were taught there. The impact of the Madarasa was such that the
court of Directors immediately took it under their control on a permanent basis. Another
step in the same direction was the foundation of the Benaras Sanskrit College in 1791
by Jonathan Duncan, British Resident at Benaras. This college was established with
the permission of Lord Cornwallis for the study of Hindu Law and Philosophy. Both
these institutions were designed to provide qualified Indians to help in the administration
oflaw in the courts of the Company.

Hastings encouraged three scholars, Sir Charles Wilkins, Sir William Jones and H.T.
Colebrooke to study Sanskrit. In 1784, Jones founded the Asiatic Society of Bengal
to study and enquire into the history and antiquities, arts, sciences and literature of
Asia. In 1794 he translated the Law Book of Manu. In 1797-98 Colebrooke produced
A Digest of Hindu Law on Contracts and Succession in four volumes. Wilkins
translated Bhagvada Gita into English. In 1800 Lord Wellesley set up the Fort William
College at Calcutta to train the British civilians as administrators and included in the
curriculum, courses on oriental learning. Pandits were appointed to teach them along
with experts in oriental learning. This Unit takes into account the various steps initiated
by the British in the fields of education and other social areas.

32.2 MISSIONARIES

Prior to 1765, the East India Company had been favourable to missionary activities.
But later on it opposed all attempts at proselytisation as it wanted to consolidate its
position as a political power. The differences between the East India Company and the
missionaries continued to persist till 1813 when the Charter of the Company was
renewed.

Towards the close of the eighteenth century numerous missionary groups strongly urged
the company to introduce Christianity and English Education in India. In this context
the lead was taken by Charles Grant, William Wilberforce, Henry Thornton and Edmond
Parry. But their attempts were discouraged by the Company. In 1783 by an Act of
Parliament the missionaries were banned from entering India without license. The
resolution was reinforced in 1793. The missionaries’ attempts in particular of Wilberforce,
a philanthropist, to have a clause inserted in the Company’s Charter of 1793 for
permission to missionaries to serve as “school-masters, missionaries, or otherwise”
met with opposition from the group having a different view in the Court of Directors of
the Company. It was argued “that the Hindus had as good a system of faith and morals



as most people and that it would be madness to attempt their conversion or to give
them any more learning or any other description of learning than what they already
possessed.” (Sharp, H., 1920 p.17) Consequently, Wilberforce’s proposal was not
accepted by the British Parliament, specially when Mr. Randle Jackson, a member of
parliament remarked, “We have lost our colonies in America by imparting education
there; we need not do so in India too.” (Mukherjee, S.N, 1966, p.28).

Charles Grant prepared the firstformal blue-print on language and education for India
in 1792. It was a treatise called “Observations on the state of Society among the
Asiatic Subjects of Great Britain, particularly with respect to Morals and the Means of
improving it.” In the treatise Grant argued in favour of the English language, education
and Christianity. He quoted the example of the Mughals who had earlier imposed their
language upon their subjects. He wanted English to be introduced in India as the medium
of instruction in a western system of education. Moreover, he suggested English to be
adopted as the official language of the Government for easy communication between
the rulers and the ruled. Grant’s Observations were published in 1797 in the form of
abook and provided a basis to the opinion against the Company’s policy in favour of
Orientalist education. Grant covered all the aspects of imperialist education, religio-
cultural, commercial and political. No British thinker on Indian education from Macaulay
to Curzon and later could improve upon his blue-print. (Sharp. H, 1920, pp.81-85).

What Grant failed to do through the Government, the Christian missionaries in India
especially the Baptist missionaries like Carey, Marshman and Ward, accomplished
through private efforts. They, in fact, were mainly responsible for the spread of English
education as well as Christianity among the Indian people. They believed that their
campaign to convert the Indians to Christianity was a civilising mission. They attacked
polytheism and the caste inequalities among the Hindus, for Christianity stood for one
God and social equality. In the name of imparting modern education, the educational
institutions started by them also gave religious instructions in Christianity.

32.3 CHARTERACT OF 1813

The missionaries achieved success when 850 petitions were laid on the table of the
House of Commons at the time of the renewal of the Charter of the Company in 1813.
They were now permitted to carry on their proselytising and educational activities in
the manner they liked. Thus, 1813 saw a reversal of policy of 1783 and 1793 in this
regard. Clause 43 of the East India Company’s Act of 1813 provided that “persons
desirous of going to and remaining in India for purpose of introducing useful knowledge
and religious and moral improvement” (Sharp, H.. 1920. p.18) could seek permission
for the same from the Court of Directors who in the event of refusal would refer it to
the Board of Control for final disposal.

The Charter Act of 1813 marked a point of departure regarding the educational policy
of East India Company towards its Indian subjects. Under it, the Company, for the
first time, accepted state responsibility in the sphere of education. The Parliament by
this act empowered the Governor General of India ’to direct that out of any surplus
(of revenues) ... a sum of not less than one lakh of rupees in each year shall be set apart
and applied to the revival and improvement of literature and the encouragement of the
learned natives of India, and for the introduction and promotion of a knowledge of the
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sciences among the inhabitants of the British territories in India.” (Sharp, H., 1920,
p- 22). The Directors of the Company instructed that the money was to be spent in the
publication of books written in the classical languages as we has in books on law,
Ethics, Medicine, etc.

In spite of the parliamentary sanction, there had been a lull in the educational activity
and the money remained unspent. Nothing was done up to 1823 when a General
Committee of Public Instruction was appointed. The Committee reorganised the
Calcutta Madrasa and the Benaras Sanskrit College. In 1823 Lord Amherst founded
the Sanskrit College at Calcutta. Two more oriental colleges at Agra and Delhi were
also established. The Committee undertook the task of publishing Sanskrit and Arabic
texts and translation of English books containing ‘useful knowledge’ into Oriental classical
languages.

The introduction of English education in India was primarily motivated by the political,
administrative and economic needs of Britain in India. It was not a mere accident that
by the middle of the nineteenth century, especially under Lord Dalhousie, important
beginnings of the inauguration of modem education in India were made. It was by that
time that Britain brought under its rule a substantial portion of the Indian territory. It
was also then that the industrial products of Britain began to flow into India and the
trade between Britain and India acquired huge proportions.

The British government organised a huge, extensive, state machinery to administer the
conquered territory. A large number of educated individuals was required to staff this
immense machinery of political control and it was not possible to secure this supply of
educated people from Britain. It, therefore, became necessary to establish schools
and colleges in India to educate and train people in English education to staff the
administrative apparatus. Key posts in this state machinery were entrusted to the British
and the subordinate posts went to educated Indians. Further, clerks, managers and
agents, who knew English, were also needed.

This political, administrative and economic necessity urged the British to establish schools
and colleges in India, for imparting modern education. These educational institutions
were to provide clerks for the government offices, lawyers versed in the structure and
processes of the new legal system, doctors trained in the modern medical science,
technicians and teachers, etc.

Some of the British statesmen endorsed the introduction of modern education in India
with other motives. They were convinced that the British culture was the best and the
most liberal in the world and that iflndia, South Africa and later on the entire world,
were anglicised culturally it would pave the way for social and political unification of
the world. Macaulay belonged to this group. As early as 1838 Travelyan wrote in his
brochure that English would provide a positive bond between rulers and ruled and
lead to permanence and stability of the British raj. (Travelyan, C.E., 1838, pp.189-
90). Mountstuart Elphinstone held that English education ‘would make the Indian people
gladly accept the British rule.” It was hoped that ‘the enlightenment due- to education
would reconcile the people to British rule and even engender a sense of attachment to
it. Education in English according to Elphinstone was a political necessity’. [O’Malley,
(ed.).1968. p. 658].

Thus, the political and economic necessity of British in India, together with an almost
fanatical belief'in the role of Britain as the Messiah to civilise and unify the world by a



world-scale dissemination of British culture, prompted the introduction of modern
education in India. (Desai, A.R., 1976, p.141).

32.4 ANGLO-ORIENTAL CONTROVERSY

The Charter Act of 1813 had defined the educational policy in broad and ambiguous
terms without making any reference to the medium of instruction or the type of educational
institutions to be established. Hence, for years a controversy raged in the country on
the question of direction that this policy should take. There were two schools of thought
among the British in this regard.

The first school of thought known as the Anglicists believed in the wisdom of Grant’s
advice and advocated the spread of Western knowledge through the medium of English.
This school included the missionaries and the younger civilians and became important

when Macaulay came to India and assumed its leadership. It was also supported by
Indians like Raja Ram Mohan Roy.

The second school known as the Orientalists, while agreeing to the programme of the
dissemination of western sciences and knowledge among the Indians, staunchly
advocated the encouragement of Sanskrit and Arabic literature. The adherents of this
school were further split into two groups over the question of the medium of instruction.
One group (consisted of the older officials of the Company in Bengal) suggested that
western science and knowledge should be spread in India through the medium of
classical languages such as Sanskrit and Arabic. This group was especially strong in
Bengal and was influenced by the views of Warren Hastings and Minto. The other
group (lec,i by Munro and Elplinstone and influential in Bombay) believed that western
education could reach the mass of the people only of'it was imparted in vernaculars or
modern Indian languages.

These various schools of thought led to different educational experiments between
1823-1853 in the Presidencies and Provinces of Bengal, Bombay, Madras, North-
Western Provinces and Punjab. In Bengal, Oriental learning received encouragement
through measures like publication of Sanskrit and Arabic books on a wide scale and
translation of English books into classical languages.

In Bombay the Government simultaneously encouraged the study of Sanskrit, English
and modern Indian languages. Elphinstone, the Governor of Bombay, vide his Minute
dated the 13™ December 1823 stated that the objective was “to improve the mode of
teaching at the native schools and to increase the number of schools” (Basu, A.N.
1952, p. 197).

In Madras, Munro, the Governor vide his Minute dated 25" June, 1822 stated that it
was not his intention “to recommend any interference whatever in the native schools”
(Basu,A.N., 1952, p.177). But later on in 1826 he proposed for the establishment of
two principal schools in each Collectorate, “one for Hindus and the other for
Mahomedans.” (Sharp, H, 1920; p.74). But these proposals could not be implemented
and the idea of English education became more acceptable.

In North Western Provinces, a system of mass education by promotion of the indigenous
school was built up. In Punjab, the school at Amritsar had Hindi, Persian, Arabic,
Sanskrit and Gurumukhee departments.
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Though, to begin with, the classical languages or modern Indian languages received
encouragement in the provinces of Bengal, Bombay and Madras, later on the demand
for introducing western education through the medium of English gained momentum.
Elphinstone, the Governor of Bombay in his Minute dated August 5, 1832 argued for
encouraging the study of English not only as an effective instrument of the progress of
Christianity but also as a tool for the incorporation of India within the British Empire.
(Basu, A.N., (ed). 1952, pp. 269-90, 297). In this context he stated: “I conceive that
the study of English ought to be encouraged by all means, and that few things will be so
effectual in enlightening the natives and bring them nearer to us.” (Basu, A.N.,1952,
p-299. The demand for western knowledge through the medium of English got support-
from Indians as well, prominent among whom were persons like Raja Ram Mohan
Roy in Bengal. He supported the cause of the Anglicists by declaring that “the Sanskrit
system of education would be best calculated to keep this country in darkness.” (Sharp.
H., 1920, p.101). He submitted a memorial to the Governor General in 1823 wherein
he urged the government to “promote a more liberal and enlightened system of
instruction, embracing mathematics, natural philosophy, chemistry, anatomy with other
useful sciences”. (Sharp, H., 1920, p. 101).

During this time a wind of change was felt in England where the Court of Directors,
under the influence of James Mill advocated western education. The Despatch of the
Court of Directors, dated 18 February 1824 (Sharp, H., 1920, pp.91-93) was in
favour of western education and by 1829 it was declared that the policy of the British
Government was to make English gradually and eventually the language for conducting
public activities all over the country.

32.5 MACAULAY MINUTE

William Bentinck came to India, in 1829. He had already been convinced that the
British language was the key to empowerment. In England he found support in James
Mill and in Calcutta, in Ram Mohan Roy. In 1834 Bentinck’s position was strengthened
by the arrival of Thomas Babington Macaulay who came the first Law Member of the
Governor-General’s Council. What the British needed now was a “psychological
transformation” of a subject people for effecting the cultural conquest and thereby
ensuring political consolidation of the empire. Macaulay believed that the Indians were
arace “so accustomed to be trampled on by the strong that they always consider
humanity as a sign of human weakness” (Bryant, Arthur, 1932, p.35). Macaulay did
not forget the commercial interests of the empire either. “To trade with civilised men”,
he said, “is infinitely more profitable than to govern savages”. For him, if at all there
was a choice between a British India but uncivilised, and a free India but anglicised, he
would choose the latter. (Gupta & Kapoor, (ed.) 1991, p. 34).

Around this time, the thinking was that India was-going to remain a permanent servile
part of the British Empire. Macaulay himself wrote a memorial that “India cannot have
a free government, but she may have the next best thing, a firm and impartial despotism.”
(Bryant, A., 1932, p.36). The India of Macaulay’s dream was to be a dependency of
England, to be at war with our enemies, to be at peace with our allies, to be protected
by the British navy from maritime aggression, to have- a portion of the English army
mixed with the Sepoys.”(Gupta & Kapoor, (ed.) 1991, p. 34).



Macaulay was very much clear in his mind about the efficacy and power of English
education for preserving British rule. As Chairman of the General Committeie of Public
Instruction, he advocated the substitution of western culture for the Indian and set the
aim of education the creation of a class of Indians who would be “Indian in blood and
colour but English in tastes, in opinions, in morals and in intellect” (Sharp, H., 1920. p.
116). He recommended English as a proper medium of higher education; questioned
the usefulness of oriental languages and literature and considered expenditure on them
as wasteful. He painted Sanskrit in the darkest colour and English in the brightest. He
said that no Orientalist “could deny that a single shelf of a good European library was
worth the whole native literature of India and Arabia”. (Sharp, H., 1920, p. 109).
Sanskrit, he said raised “a breed of scholars who found their scholarship an encumbrance
and a blemish”, because after they had received their education, “they must either
starve or live on the public all the rest of their lives.” (Quoted in Calcutta Univ. Com.
Report VIp.17). His Minute on education sought to withdraw the encouragement that
had been provided under Hastings to the Vernaculars and Sanskrit.

Bentinck approved Macaulay’s Minute and rejected the proposals of Adam who had
been appointed by Bentinck himselfto make a survey of indigenous education of some
districts of Bengal and Bihar. Adam in his third report had favoured the revival of the
indigenous educational system. Though he wanted European knowledge to be the
chief subject of instruction, he proposed that the medium of instruction should be the
vernaculars and not English.

The Anglo-Oriental controversy was settled in favour of Anglicists on 7" March 1835,
when Bentinck accepted the proposal of Macaulay and issued directions to the effect
that:

1) “The great object of the Government is the promotion of European literature and
Science among the natives;

2) All funds shall be spent on English education alone i.e., on imparting to the natives
aknowledge of English literature and Science through the medium of English;

3) Allbranches ofnative learning shall be slowly superceded by more useful studies,
and no additional expenditure shall be incurred on them;

4) No expenditure shall be incurred on the publication of oriental works.” (Sharp,
H., 1920, pp. 109-17).

English, thus, became the medium of instruction in 1835. The Minute sought now, to
teach what was tenned as strictly ‘useful’, through EngJish language, literature and
culture. In 1837 English replaced Persian as the official language of the Government. It
was Lord Auckland, the then Governor General of India, who through his Minute
dated 24" November 1839, put an end to the Orientalist - Angliscist controversy by
eannarking additional funds for the development of both the Oriental and the English
education. Auckland favoured the promotion first of oriental instruction, and only
thereafter of the English education whose principal aim would be “to communicate
through the means of the English language, a complete education in European literature,
Philosophy and science to the greater number of students who may be found ready to
accept it at our hands.” (Sharp, H., 1920. p.157). In 1844 followed the declaration of
the Governor General Lord Hardinge, that only those candidates who had been
educated in modern western knowledge would be inducted in Government jobs.
Thereby knowledge of English became a pre-requisite for seeking good jobs.
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The Government of India acted quickly, particularly in Bengal and on the basis of
Macaulay’s Minute of 1835, made English the medium of instruction in its schools and
colleges. The Calcutta Medical College was established in 1835. The Hoogly College,
which had done much to promote English education among the Muhammadans, was
founded in 1836. The Committee of Public Instruction which was in charge of 14
schools and college before 1835, became burdened with 48 Institutions in 1837. In
1842, the General Committee of Public Instruction was replaced by a more powerful
body, the Council of Education.

The introduction of English education left its impact on Bombay and Madras as well.
In Bombay Elphinstone Institution was established in 1835. A Borad of Education was
instituted in 1840 in Bombay. The Grant Medical College in Bombay was founded in
1845. The next year, the Elphinstone Institute began to impart learning in the higher
branches of science. In the Madras presidency, an English school was established in
1837. Within a few years a number of Christian missionary organisations established
several schools. Meanwhile, the first Engineering College in India was founded in
Roorkee in 1847.

32.6 DOWNWARD FILTRATION THEORY

The education policy of the Company’s government neglected mass education and
indigenous village schools which imparted elementary education, howsoever limited
and rudimentary to the people. This policy was later sharply criticised for neglecting
the education of the masses. In fact, the emphasis on the opening of institutes of modern
and higher education was not wrong. If for nothing else, a large number of schools and
colleges were needed to educate and train teachers for elementary schools. But along
with the spread of higher education the education of the masses should have been the
priority. This the Government was not willing to do as it was not ready to spend more
than an insignificant sum on education. To justify the meagre expenditure on education,
the officials took recourse to the so called ‘downward filtration theory’ i.e. a theory
which held that knowledge would percolate from the educated classes to the masses
through he independent efforts of the former. Since the allocated funds could educate
only a handful of Indians, it was decided to spend them in educating a few persons
from the upper and middle classes who were expected to carry forward the task of
educating the masses and spreading modem ideas among them. Education and modern
ideas were thus supposed to filter or radiate downwards from the upper classes. Thus
according to the ‘filtration theory’, “education was to permeate down to the masses
from above. Drop by drop from the Himalayas of Indian life useful information was to
trickle downwards, forming in time a broad and stately stream to irrigate the thirsty
plains.” (Mayhew, A, 1988, reprint, p.92).

This theory was also supported by the missionaries who were of the opinion that if
Hindus of the higher castes were converted to Christianity through education, other
lower caste people would follow suit automatically. The Court of Directors, in 1830, in
their official communication to the Madras Government said, “‘the improvements of
education are those which concern the education of the higher classes of persons
possessing leisure and natural influence over the minds of their countrymen.” (Basu.
A.,(ed.) 1952, pp.195 & 304) Macaulay also supported the view and advocated the
establishment of a class who may be interpreters between the government and the



governed. Auckland finally approved the theory in his Minute in 1839 and recommended
that Government attempts should be restricted to the extension of higher education to
the upper strata of society who have leisure for study and whose culture would filter
down to the masses.

This theory had to be abandoned later because it did not work out for two reasons.
The persons who had acquired English education were able to get government jobs
easily hence they did not make any effort for educating their countrymen. Moreover,
the new education had “created a separate caste of English scholars, who no longer
had sympathy, or had very little sympathy, with their countrymen.” (B. D. Basu, n. d.,
p. 86).

32.7 EDUCATIONAL DESPATCH OF 1854

The Macaulayan course regarding language and education underwent a review in
Wood’s Education Dispatch of 1854, described by some as ‘The Magna Carta of
Indian Education’. (Richey, J.A., 1922, p. 364). It reviewed the past educational policies
and outlined a policy for the future. The occasion for this was provided by the renewal
of the Company’s charter in 1853. Educational dispatch of 1854 which was named
after Sir Charles Wood, the President of the Board of Control resolved all controversies
of'the period around the subject of education into well defined attitudes.

The objective that the dispatch had in view, was to supply East India Company with
reliable and capable public servants. To achieve this end the Despatch decided ‘to
confer upon the natives of India vast blessings which flow from the spread of Western
knowledge, so that their intellectual as well as moral standard be raised.” The Western
education was also expected ‘to secure for England a large and more certain supply of
many articles, necessary for her manufacture and extensively consumed by her
population, as well as almost inexhaustible demand for the produce ofBritish labour.’
(Richey, J.A., 1922, pp.364-65).

The Despatch observed, “The system of science-and philosophy which forms the
learning of the East abounds with grave errors,-and Eastern literature ‘is at least very
deficient as regards all modern discovery and improvement,” and concluded the
discussion with the following declaration : “We must emphatically declare that the
education which we desire to see extended in India is that which has for its object the
diffusion of the improved art, sciences, philosophy and literature of Europe; in short of
European knowledge.” (Richey, J.A., 1922, p. 366).

Regarding the controversy about the medium of instruction, the Despatch reached the
conclusion that (1) English should be used as the medium of instruction in the higher
branches, i.e. at the collegiate stage, (2) secondary education was to be imparted both
through English and through modern Indian languages, and (3) modern Indian languages
were to be encouraged with a view to making them the medium in course of time for
imparting higher education. Aim of the Despatch was not to substitute English for the
vernacular languages of the country and it was stipulated that English should be taught
wherever there was a demand for it. The Despatch itself had stated: “We look, therefore,
to the English language and to the vernacular languages-of India together as the medium
for the diffusion of European knowledge, and it is our desire to see them cultivated
together in all schools in India of a sufficiently high class to maintain a school-master
possessing the requisite qualifications”. (Richey, J.A., 1922, p. 368).
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Thus, the Despatch failed to resolve the basic tension that existed between the supporters
of English -and Indian- languages. Although the traditional role of classical languages
was recognised, the choice of English as medium of instruction in the highest branches
oflearning, and the spread of modern knowledge and education, could hardly give the
vernaculars the importance and position which could help them grow and develop.
The practical situation whereby English education helped secure a government job
also came in the way of the vernaculars being chosen as the medium of instruction for
higher learning.

The Despatch also rejected the Downward Filtration Theory, as it was considered
retrograde policy. It was stated in the Despatch that the government should assume
direct responsibilities for the education of the masses and women.

The Despatch laid down the principles of graded educational system at the base of
which were indigenous schools and primary schools and at the top were the universities.
The system of education was well planned, Indigenous Primary Schools-, Middle
Schools, High Schools, Colleges, Universities, all over the country.

The Despatch also recommended a system of grants-in-aid to encourage and foster
private enterprise in the field of education. It was thought that as government could
never have the funds to provide for all the educational needs of the country, the bulk of
its educational institutions would have to be organised by private bodies — whether
missionary or Indian. However, the grant-in-aid was conditional on the institutions
employing qualified teachers and maintaining proper standards of teaching.

For a systematic supervision of education system, it was recommended that the
Department of Public Instruction should be created in the provinces. The Director of
Public Instruction was held responsible for the working of this department and was to
submit to the Government an annual report on the progress of education in his province.

The Despatch made valuable suggestions as regards University education. It
recommended that universities in the three presidency towns of Calcutta, Madras and
Bombay should be set up on the model of the London University. The structure of the
University system provided for a Senate, a Chancellor, a Vice Chancellor and Fellows
—all to be nominated by the Government. The Universities were to hold examinations
and confer degrees. A University might set up professorships in various branches of
learning It was during the stormy days of the revolt of 1857-59, that Universities were
founded in Calcutta, Bombay and Madras.

The Despatch emphasised the importance of vocational instruction and the need for
establishing technical schools and colleges. It also recommended Teachers’ Training
Institutions on the model prevalent in England.

The ideal and methods advocated in the Despatch dominated the education field for
about five decades. The same period also witnessed a rapid Westernisation of educational
system in India. The indigenous system gradually gave place to the western system of
education. Most of the educational institutions during this period were run by European
headmasters and principals under the Education Department. The missionary enterprise
played its own part and managed a number of institutions. Gradually private Indian
effort appeared in the field of education.



32.8 HUNTER COMMISSION (1882)

In 1882 the Government appointed a Commission under the Chairmanship of W.W.
Hunter to review the progress of education in the country since the Despatch of 1854.
It was appointed to enquire particularly into the manner in which the principles of the
Despatch of 1854 had been implemented and to suggest such methods as it might
think desirable, with a view to more completely carrying out the policy therein laid
down. Another reason for the appointment of the commission was the propaganda
carried on by the missionaries in England that the education system of India was not in
accordance with the policy laid down in Wood’s Despatch. The resolution appointing
the Commission instructed the Chairman that ‘the principal object of the enquiry of the
commission should be to examine the present state of elementary education through
out the Indian Empire and the means by which this can be extended and improved.’
There were eight Indian members in the commission. It visited all the provinces and
passed no fewer than 200 resolutions. The Commission mostly confined its remarks to
secondary and primary education. Its main recommendations were:

1)  The State’s special care for the extension and improvement of primary education
was emphasised. It was declared that “the primary instruction should be regarded
as the instruction of the masses through the vernacular, in such subjects as will best
fit them for their position in life”. While private enterprise was to be welcomed at
all stages of education, primary education was to be provided without reference
to local co-operation. The commission recommended the transfer of the control
of primary education to the newly set up: District and Municipal Boards. The local
boards were empowered to levy cess for educational purpose.

i) Secondary education so far had been purely academic with no provision for
vocational education. To remove this defect the commission recommended that in
the upper classes of High Schools, there should be two divisions — one, a literary
education leading up to the Entrance Examination of the Univetsity, the other ofa
more practical character intended to fit youths for commercial and non-literary
pursuits.

i) It was recommended that the Government should gradually withdraw from the
direct management of secondary and collegiate education. “The government may
establish secondary schools in exceptional cases, in place where they may be
required in the interests of people, and where the people themselves may not be
advanced or wealthy enough to establish such schools for themselves even with a
grant-in-aid. The duty of the government was to establish one high school in every
district and after that the expansion of secondary education in that district should
be left to private, enterptise.” An all-out effort was to be made to encourage
private enterprise in the field of education. To achieve this objective, it recommended
the extension and liberalisation of the grants-in-aid system, recognition of aided
schools as equal to Government institutions in matters of status and privileges etc.

iv) The Hunter Commission drew attention to the inadequate facilities for female
education outside the Presidency towns and made recommendations for its spread.

v) The Commission’s recommendations regarding the medium of instruction favoured
English. It did not make any recommendations to promote the study of modern
Indian languages or to lessen the dominance of English. The object of the secondary
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course in 1882 was to spread a ‘knowledge of English’ and ‘not European
knowledge of a less high order’ through English as well as through the mother-
tongue as laid down in the Despatch of 1854. The effect of this was that Indian
languages crune to be neglected. The dominance of English in the secondary course
grew unabated so much so that its study began even before the pupil had obtained
a good knowledge of his mother-tongue and often students felt burdened by the
difficulties caused by the medium of instruction and exrunination. (Report, Indian
Univ. Com. 1902, p.24).

Twenty years following the report of the Commission there was an unprecedented
growth and expansion of secondary which is clear from the following table and collegiate
education

Table 1

1881-82 1901-02
1) Number of Student in Colleges 5,403 23,009
2) Number of Pupils in Secondary Schools 214,077 590,129
3) Number of Secondary Schools 3,916 5,124
4) Number of Arts and Professional Colleges 72 191
5) Number of Colleges getting Government aids 11 53
6) Number of Students in the above colleges 716 5,803

Source: Nurullah and Naik, 1962 and Basu, A., 1974.

From 1880’s, several measures were undertaken to promote western education in the
country by the missionaries, the Education Department of the Government and
progressive Indians. Among these three agencies, Indian private enterprise had the
largest share in the spread of education. In 1901-02, a number of denominational
institutions sprang up in all parts of the country. Interest was kindled in Indian and
Oriental studies apart from the pursuit of Western knowledge. Another development
of the period was the setting up of the teaching-cum-examining universities. For example,
the Punjab University was founded in October 1882, and the Allahabad University
was set up in September 1887.

The indigenous school system rapidly declined by the end of the nineteenth century.
This was mainly due to the operation of two causes namely (1) absence of financial
support from the state and (2) because only those who received education in new
schools were eligible for employment. Even private employers preferred them.

32.9 INDIAN UNIVERSITY COMMISSION (1902)

Being a die-hard imperialist Lord Curzon wanted to defend the Empire and extend its
influence over the world in which, the role of the Indian dominion was crucial. Curzon
had faith in the aristocratic lineage by which men and nations to which they belonged
rose in eminence and greatness. The English educated men in India were supposed to
be members of the aristocracy shaped by the Universities. The common people were



the sinews or a source of strength for the system but they did not try to alter it. They
were to be looked after by the elite - buffers, interpreters and communicators. (Gupta
& Kapoor, 1991, p. 45). In this political frame of reference Curzon developed his
own view regarding the role education cold play in sustaining British Empire. The aim
of the education of the Indian People for Curzon was loyalty to the Government and
the Empire, whether it was elementary education or University education. Curzon
believed as many others did around that time — ““The Babus would not represent the
people of India; they would only represent themselves.” (Quoted in Tara Chand,
Freedom Movement, Vol. II, p.511) His eyes rested on the Indian people, the poor
peasants, the humble patient silent millions who read no newspapers because they
could not read at all, and who had no politics but lived by “sweat of their brow”.
Hence they had to be looked after so that they could toil on with patience and defend
the Empire.

Western education was a political necessity for Curzon, because through the conforming
influence of western education on Indian mind, he would create a force to counter
(check) the influence of the nationalists. He adopted the three dimensional political
formula for governing India: improvement of the universities, education of the masses,
and countering the Indian National Congress (Gupta & Kapoor (ed.), 1991, p. 47).

Lord Curzon was not satisfied with the condition of Indian Universities which were set
up in accordance with the London model by the Wood’s Despatch. Though the London
University had been remodelled in 1898, Indian Universities continued to follow the
old model. They were all examining bodies. The Universities in India were all affiliating
Universities. The expansion in higher education had been so great and so much burden
was placed on each University that it was unable to discharge its duties efficiently.

In 1901 Lord Curzon summoned the first All India Conference of Directors of Public
Instruction and representatives of Universities at Simla. The deliberations of the
Conference were a great help to him in planning his educational reforms. Then he
appointed a Commission on Education known as the Indian Universities Commission
with Sir Thomas Raleigh as its President on 27 January 1902 ‘to enquire into the
condition and prospects of Universities in India and to recommend proposals for
improving their constitution and working’. (Report Indian University Commission, 1902,
p.1). The recommendation of the Indian Universities Commission were incorporated
in the Government of India Resolution 1904. The publication of the Government of
India Resolution was followed by the passing of the Indian Universities Act. 1904.

The important changes brought about by the Act were as follows :

1) The size of the Senate was to be reduced. The number of fellows was to be
between 60 to 100 and that they were to hold office for only 5 years.

2) The three older Universities of Calcutta, Bombay, and Madras were to have 20
members on the Syndicate and the rest 15 only.

3) The importance of Syndicate was enhanced. It was recognised as the executive
body of the university. University teachers were granted representation on the
Syndicate.

4) The territorial limit of each University were defined by the Govemor- General-in-
Council.
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5) Government was vested with additional powers. It was required to approve the
regulations framed by the Senate. If the Senate failed to frame regulations within a
specified period the-government was empowered to do so.

6) The functions of Universities were enlarged. They could now appoint their professors
and lecturers, undertake research, hold and manage educational endowments,
maintain their own libraries, laboratories and museums. (Nurullah and Naik, 1962,
pp. 219-20).

The Nationalist opinion (Basu, A., 1974, pp. 18-22 and Nurullah and Naik, 1962,
pp-220-21) both inside and outside the Legislative Council opposed the Indian
Universities Act of 1904. The refonns in the higher education were looked upon with
suspicion because the Indian opinion was not invited to present it’s view on the nature
of reforms. What the country needed most was not provided for in these reforms. The
strict regulations (Indian University Commission 1902, p.14) regarding affiliation of
colleges were considered as a means to torpedo Indian private enterprise in the field of
higher education. The Sadler Commission of 1917 commented that the Act of 1904
made the “Indian Universities among the most completely governmental Universities in
the world.” Curzon’s reforming zeal aimed at the reduction of educational facilities in
the name of efficiency. Moreover, he wanted to do it as a part of measures to control
political unrest which had taken place after the partition of Bengal.

Lord Curzon’s ideas (Basu, A., 1974, pp.62-63 and Nurullah and Naik, 1962, pp
228-31) about Primary education were liberal. He wanted expansion of primary
education together with its improvement. Regarding Primary education, particularly
education of the children in the vernaculars, he noted among other things, how wrong
it was to teach young children a foreign language when they were not given an
opportunity to extend and deepen the knowledge of their own mother tongue. The
Government Resolution on Educational Policy, 1904, emphasised the importance of
mastering the vernacular before the study of English was begun. Thus English was not
recommended for study at the Primary level. Furthermore, premature introduction of
English as the medium of instruction before achieving comprehension ability in it was
criticised. Curzon sanctioned large non-recurring grants to primary education resulting
in an increase in the numbers of primary schools and pupils.

Regulations for granting recognition to secondary schools were made stricter (Nurullah
and Naik, 1962, pp. 224-227) than those that existed before. A further set back from
the stand point of the expansion of education was caused by the revised grant-in-aid
codes framed between 1904 and 1908. This adversely affected the growth of secondary
schools.

In 1906 the progressive State of Baroda introduced compulsory primary education
throughout its territories. Nationalist opinion could see no reason why the government
of India could not introduce compulsory primary education in British India. In 1910
control of education was transferred from the Home Department of the Government
of India to the newly created Department of Education. During 1910-13 GK. Gokhale
made heroic efforts in the Legislative Council urging the Government to accept the
responsibility for compulsory primary education. (Nurullah and Naik, 1962, pp. 250-
52) But the bill for introducing compulsory elementary education was defeated by a
large majority. Finally all hope of educating the masses were thwarted. In its resolution
of 21 February 1913, the Government of India refused to recognise the principle of
compulsory education. (Nurullah and Naik, 1962, pp. 252-53).



As far as university education was concerned, the Resolution of 1913 declared that a
university should be established for each province and teaching activities of the
universities should be encouraged. While the old universities continued to grow, attempts
were made to establish new universities. (Nurullah and Naik, 1962, p. 235).

The growth of regional and communal tendencies led to the establishment of Universities
at different centers. In 1916, the Benaras Hindu University: was founded mainly due to
the initiative of Madan Mohan Malaviya. In 191 7 the universities of Mysore and Patna
were founded and in the following year the Osmania University at Hyderabad was
established.

32.10 THE SADLER COMMISSION

Meanwhile, in 1917, the Government of India appointed the Calcutta University
Commission for enquiring into the working and needs of that university. Dr. Michael
Sadler, Vice-Chancellor of the University of Leeds was appointed its Chairman. The
Commission included two Indian members, namely Sir Ashutosh Mukherjee and Dr.
Zia-ud-din Ahmad. The Commission took into consideration the working of other
Universities and submitted a comprehensive report in 1919. The Commission noted
with concern the rapid increase in the numbers of University students, the growth of
higher education at the cost and neglect of professional and vocational courses and the
unsatisfactory condition in Universities and colleges. Among other things the Sadler
Commission recommended minimum government interference in academic affairs; sound
principles of appointments to teaching posts in universities through Selection Committees,
with external experts; great attention to student welfare; institution of Honours courses
at degree level as distinct from pass courses. The Commission also recommended that
Secondary and Intermediate education should be controlled by a Board of Secondary
Education and not by the university.

The report of the Commission was published in August 1919, and in the following
January the Government of India issued a Resolution drawing special attention to the
following points — (1) High Schools fail to give that level of training which the
development activities of the country and new avenues of employment demand, (2)
the Intermediate Section of University education should be recognised as part of School
education and should be separated from the University organisation, (3) the defects of
the present system of affiliated colleges may be mitigated by the establishment of a
strong central teaching system, the modification of the administrative machinery which
would give better representation to local interests and supervision of different categories
of institutions by several appropriately constituted bodies.

From 1920, a number of universities came into being in different parts of India.
Universities were established in 1920 at Aligarh, Lucknow, Dacca and Rangoon, in
1922 at Santiniketan and Delhi, in 1923 at Nagpur, in 1926 at Andhra, in 1927 at Agra
and Annamalai.

32.11 EDUCATION UNDER DYARCHY

The educational policy of the government led to considerable embitterment of public
feeling and the Indian nationalist opinion began to demand the power to control the
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educational policy of the country. It was to satisfy this demand that Department of
Education was transferred to the control of Indian Ministries in 1921 under Dyarchy
(Nurullah and Naik, 1962, pp. 276-318). Recruitment to the Indian Educational Service
was discontinued. Power was given to each province to organise its own educational
services. The Provincial governments had much greater freedom to adopt and implement
programmes of educational expansion. As a result of this, there was an appreciable
growth in the spread of education after 1921. Several new schemes were undertaken
and more grants were sanctioned in the sphere of education. There was a rapid increase
in the enrolment ofscholars at each level, primary, secondary and collegiate.

The rapid growth of mass education was one of the most significant events during this
period. A number of Compulsory Education Acts were passed in most of the provinces.
Such Acts, where they existed, were more or less implemented during this period.

Limitations of financial resources, however, soon restricted ‘this growth. Special grants
sanctioned by the Government of India during 1901-1921 were suddenly discontinued.
Moreover, the situation was worsened due to the world economic depression.
Consequently, most of the new schemes had to be given up and there was a drastic
retrenchment in the existing expenditure on education.

The Phase Upto 1921

The period between 1901 and 1921 was a period of political unrest, of the Partition
Movement in Bengal, the Morley-Minto Reforms, World War I, the Home Rule and
Non-Cooperation Movement. It was a period of the great national awakening of the
Indian people, of their rising political consciousness and increasing critical attitude to-
the measures of the British government especially in the spheres of politics, economic
policy and education.

Though there had been a phenomenal spread of western education between 1880 and
1901 but both Indian and European educationists were greatly dissatisfied with the
new educational system. British officials led by Lord Curzon, criticised the new education
system from the stand point of quality. They remarked that the quality of education had
appreciably deteriorated since 1880, that educational institutions under private control
were inefficient, that the educated Indians had an innate incapacity to assimilate foreign
culture, that the ideal of spreading western knowledge and science had outlived its
utility, and that the educational system should be remodelled with a view to turning out
men and women of character. (Nurullah & Naik, 1962, p.xx)

The Indian critics, on the other hand, still believed in the wisdom of the policy
recommended by the Indian Education Commission (1882). They stressed the vital
importance of quantitative expansion of education in the interests of the Indian people.
According to them, what was required was not the limiting of the education out of
anxiety for quality but ‘a very rapid expansion of higher education on a voluntary basis
and the introduction of compulsory elementary education for the masses.” (Nurullah &
Naik, 1962 p.x). They also stood for full freedom for private enterprise in the field of
establishing educational institutions.

32.12 HARTOG COMMISSION

The rate of progress in primary education began to decline after 1927, partly due to
lack of funds and partly because of the recommendation of the Hartog Committee. In



1928 the Simon Commission appointed a sub-committee under Sir Philip Hartog to
review the state of education in India. While praising the methods of teaching and
research, the Hartog Committee complained about the falling standard of some of the
Universities. It recommended a three years’ Honours Course with emphasis on tutorial
system. The Committee opined “‘so far as mere quantitative increase in the numbers
under instruction in concerned, there has been a phenomenal advance since the inception
of'the Reforms of 1919.” In short, education spread but deteriorated, more money
was spent on it but less was taught through it, so that while some political advantage
was gained, academic advancement and gain to the nation did not come up to the
expectations which had built up after the formation of education ministries. The
Committee recommended to the Government to concentrate on consolidation rather
than diffusion of primary education.

In addition to the Indian control over the Department of Education, there were other
factors which explain the expansion of education. The tremendous social and political
awakening among the people during this period was one among these factors.

The period between 1921 and 1937 witnessed a number of educational experiments
by distinguished Indian educationists and outstanding leaders of Indian nationalism.
Vishwa-Bharati started by Poet Rabindranth Tagore, the S.N.D.T. Wome ‘s University
established by Karve, the Kashi Vidyapith, the Jamia Millia, the Gujarat Vidyapith and
the Tilak Maharashtra Vidyapith, were principal among these.

32.13 EDUCATION UNDER PROVINCIAL
AUTONOMY (1937-47)

The Government of India Act, 1935, introduced provincial autonomy and popular
ministries started functioning from 1937. The Congress assumed office in seven
Provinces out of eleven. Larger funds were made available for education. Schemes
were evolved for the expansion of primary education as well as making it compulsory.
Steps were taken to remove adult illiteracy. A great fillip was given to physical and
vocational education.

Basic Education

The Congress Party worked to evolve a national scheme of education forthe Education
and society country. In 1937 Mahatma Gandhi published a series of articles in his
paper, The Harijan and proposed a scheme of education called Basic Education, better
known as the Wardha Scheme. The main principle of Basic Education was ‘learning
through activity’. The Zakir Husain Committee worked out the details of the scheme
and prepared a detailed syllabi for anumber of crafts to be taught and made suggestions
concerming training of teachers, supervision, examination and administration. The scheme
centred round ‘manual productive work’ which was also expected to cover the
remuneration to be given to the teachers. It envisaged a seven year course in which the
medium of instruction was to be the mother tongue of the students. The scheme
provoked a severe criticism from a section of intelligentsia as well as the non-Hindu
communities.

But unfortunately this great experiment came to a sudden end when the Second World
War broke out in 1939. The Congress ministries resigned in November 1939. Political
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developments of subsequent years particularly Quit India Movement of 1942 engulfed
the country. Hence the caretaker governments which worked during 1940-45 did not
introduce any new educational scheme. However, in 1944 the Central Advisory Board
of Education drew up a national scheme of education, generally known as the ‘Sargeant
Plan’. It prepared a plan of Post War Educational Development in India which
was-estimated to cost Rs. 300 crores. The plan intended to take the stage of educational
progress in India to the level which had already been attained in countries like England
and the U.S.A. in a span of 40 years.

32.14 IMPACT OF COLONIAL INTERVENTION ON
SOCIETY

In the 18™M and the 19™ century there was large scale deforestation of the Indian sub-
continent. Indigenous states had resorted to denudation of the forests for the purpose
of military security. The British also adopted the policy of deforestation for commercial
purposes and settled cultivation and also on account of their policy of conquests.
Movement of farmers from better lands where land tax was higher to hills with poorer
soil also caused forests to be cut. Another reason for forests to be cut was that the
plains were disease infested. Teak-wood was procured-from the western forests for
the Bombay Marines between 1800-1830. In Awadh the cutting of trees led to increase
in temperature which affected the water supply and the village irrigation system. Further,
destruction of forests took place when coffee plantations emerged in the South and tea
plantations in the Assam and Bengal hills. The results of felling of trees was the
encroachment over tribal lands and intrusion of money into tribal life. Thus tribal people
were absorbed into the system of agrarian wage labour in the plains. In this way with
the establishment of the Colonial state the labour for money factor increased in the
early 19 century and it was linked with the production of surplus for export-markets.

Due to the subjugation of Bhil tribes of Khandesh and Mundas of Andhra they were
forced to take up settled cultivation under Colonial rule. Thus the British were able to
replace the traditional tribal economy (slash and hum, hunting and gathering style) with
the concept of private property and reserved forest areas in the hills. The merchant
capital found its way into the tribal areas and was safeguarded by landlordism and
debt recovery mechanisms. Proprietary rights in these areas were sanctified through
colonial courts. Colonial administrators wished to augment their revenues through these
mechanisms. Debt bondage and agrarian servitude were important features of the
economy as tribals got absorbed into the category of the migrant labourers in areas of
settled agriculture. The nomadic and pastoral economy suffered a setback in the 19
century. The nexus between the company and the money lender-trader now helped in
the penetration of the British rule into the interior areas of India. People from various
areas intruded into the tribal zone of Central India. The plains of central Deccan and
northern Punjab had a large nomadic and pastoral population. Most of these groups
were forced to take up a settled life style. Communities who practiced horse breeding
were pushed into cultivation and thus grazing areas decreased and the breed of native
horses declined. Cattle breeders and -herdsmen had broken up into small groups.
Freelance Pack Bullock merchants were replaced by merchants who owned bullock
carts operated by hired labourers. More land was brought under plough and large
areas of grazing ground were given to speculators. Settled herds were established on
better land and nomadic cattle was relegated to poorer soil.



The pre-colonial India where forest tracts and nomadism predominated was replaced
by a land of sedentary agriculture. The society of peasants and petty- money lenders
formed the lynchpin of the colonial state. It provided a better clientele for Lancashire
cotton than the nomads and tribals. The introduction of cotton, indigo, sugar cultivation,
jute production and tea and -coffee plantations led to increased demand for agricultural
labour. The distinctions among the peasantry of settled agriculture areas which were
based on their traditional status and functions were now made on the basis of
proprietorship of land and wealth. The traditional village community was divided into
eminent lineage aristocracy (zamindars) and other peasants (Khud Kasht) who had
earlier enjoyed considerable power in the rural areas. However in the colonial period
the power of the eminent groups in the village community was eroded. The colonial
power ended what it called slavery in 1850 (or services provided by untouchable
groups). The practice of making slaves during war was also put down.

The low caste persons who had earlier been deprived of holding land were becoming
poor peasants. In eastern India the abolition of customary law (interdicts) against the
holding of land by the low castes (after 1812) adversely affected the availability of
labour. However at times pressure of land revenue and agriculture depression forced
the peasants to become landless labourers. Between 1790 and 1820 in South India
the military tenures were abolished and replaced by cash revenue and cash rent. The
specialist weavers also took to agriculture. Rural landless wage labour’s bargaining
poweredeclined due to colonial state’s discouragement to internal migration. There
was no improvement in the rural standards of living. The village service community
declined and this resulted in the emergence of cash earning landless field labourers.
There was increase in the percentage of cultivating peasants and landless agriculture
workers.

The functions and status of village elites (loosely termed as zamindars) were eroded.
The headman’s rights were sold and monetised. Revenue management and control of
waste lands was taken away from them. The caste and religious and occupational
functions of the rural service elite and their perquisites suffered a setback due to colonial
policies, viz., legal system etc. The position of the village community was adversely
affected.

However, towards the end of the 18" century when the British power was Extent of
Colonial expanding. Village community was the pivot of the economic and social
Intervention activities. With the coming of the British several changes were introduced.
In the Education and Society South Mirasi rights were transformed into the marketable
freehold category. In the North also these rights got metamorphosed into saleable
category. Due to the British land revenue policy at times these rights were auctioned
and were purchased by new landlords. The population growth affected the Hindu law
of inheritance. Thus the joint landholding rights got further parcelled and families were
compelled to cultivate small plots themselves.

The British peace created a situation where there was very little scope for traditional
type of military service. Groups such as Bais Rajputs of Awadh and the Muslim Rohillas
had provided military services and possessed power and status at the local level under
the indigenous regimes.

The British introduced a new category of rights in land (permanent settlement of 1793)
according to which if the holder was unable to pay the state’s demand his possession
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could be sold in the market. The tenants were brought within the purview of law which
favoured the proprietor of land. The result of the legal tussles was shaped by a variety
of factors such as prestige, power and influence of the various groups. Land had become
a saleable commodity and moneylenders and other groups bought the proprietary
rights. The landlords and princes were the pillars of colonial rule.

The colonial legal system had introduced the system of private proprietorship of land
and was favourably inclined towards the merchants. The wealthy merchants were able
to intrude into the agrarian and landed structure and bought proprietary rights over
land and a convergence of interests took place between rentier landlordship and usury
capital which hindered the growth of capitalism. Though the merchants did succeed in
acquiring land rights in rural India but their business ventures did not get a boost. Indian
capital and entrepreneurs had to function in an adverse situation where their European
rivals commanded great power and influence.

The caste system, the village community and Hindu religion were the main components
of'traditional Indian society. British interfered by codifying Hindu law and categorised
people into fixed castes through surveys and census.

In the pre-British period, the hierarchical and Brahmanical view of Indian society existed
in theory but was not rigidly practiced. However, around 1850, this interpretation was
securely established by being incorporated into the administrative machinery of the
state. The British officials, thus, tried to understand Indian social system for securing
their rule in India and in this process they came up with their own interpretation of
Indian society which suited their requirements and was legitimised by being formally
incorporated into the legal system.

32.15 SUMMARY

Since modem education was introduced in India to meet the colonial requirements; its
progress had been restricted and its character, from the standpoint of the progress of
the Indian people, unsatisfactory. Form its inception, the government decided to
concentrate on educating urbanised upper and middle class which led to the neglect of
mass education. Hence, the education system by building up an educated elite and
neglecting popular education helped to preserve and strengthen the barrier between
upper classes and the masses. Moreover, limited funds or inadequate staff made it
difficult for the rulers to embark on any programme of mass education. The education
system became top heavy and lop-sided. After more than a century of the British rule,
94 per cent of the Indian population remained illiterate in 1911, and 92 per cent in
1931. The percentage of enrolment at the primary stage was 31 per cent in India on
the eve of World War Il as against 100 per cent in most of the advanced countries.
Literacy at the time of independence was about 15 per cent. This was one of the
gretest drawbacks India inherited from colonial times.

Education in colonial era had also been defective qualitatively. It had a predominantly
literary bias. In schools there was little provision for vocational training, and in colleges
the number of students enrolled in humanities was far greater than that in sciences or
technical courses. The exclusion of technical subjects in the curriculum and the small
number of institutions offering such courses was closely tied to the employment policy
of the government. The employment opportunities for qualified and highly trained Indians



were very few, as the Government appointed Europeans to higher posts in all the
departments.

As regards content, there was greater emphasis on the study of language and humanities.
Familiarity with English as a spoken and written language was indispensable to success
in professional life. Lessons were imparted in a mechanical way and reproduced in
examinations by students. In fact, examinations were the focus of school and university
education. Still the Indians went to the new schools and colleges, since passing an
examination and obtaining a degree was essential for gaining entry into the government
service.

The Indian nationalists criticised the government for incurring inadequate expenditure
on education. Government expenditure on education was low both in tenns of national
income and in terms of the total government budget (Basu, A., 1982, p. 66). While
one-third of the total State revenue was, on the average, spent on the military, education
was assigned a scanty sum. Of this small sum, a disproportionate amount was spent on
higher education.

The first impact of English education was felt by the three Presidencies. Literacy varied
enormously between provinces, as stated in the Census Report of 1931 (Census oflndia,
1931, Vol. I, Part I, p.326).

Literacy per mile aged 5 and over

Cochin 368
Travancore 289
Bengal 111
Bombay 108
Madras 108
RP. 55
Bihar and Orissa 53

But English education was not equally diffused in all parts of a presidency or among all
communities and castes. Everywhere it was more widespread among men than women,
in cities than in villages and among higher castes. The first group to respond to it were
the traditionally literate castes, such as the Brahmins in Madras and Maharashtra, the
Kayasthas and Sayeeds in U.P. Usually the higher castes stood at the top of the
education ladder and the scheduled castes and tribes at the bottom which is clear from
the following data of the Census Report of 1931 (Census of India, 1931, Vol. 1, Part.
I, P. 330).

Literacy by Caste, Literates per mile

Higher Castes Baidya 782 (males)
Nayar 603
Kayastha 607
Brahmin 437
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Lower Castes Doms 16
Dhed 16
Bhil 11
Scheduled Caste Chamar 10

The efforts of the colonial rulers, in the direction of promoting education among the
backward sections, were largely politically motivated. When the rulers found that
“advanced” castes or communities were becoming critical of British rule, they tried to
divide society into “advanced” *“ intennediate” which included Muslims and “backward”
groups. They began to pay special attention to the promotion of education among the
second and third group.

Muslims from the very beginning remained averse to modern education. From the
1870’s and with the publication of Hunter’s Indian Mussalmans, government directed
its attention to the encouragement of English education among the Muslims. By the end
of the nineteenth century the Muslims began to take to modem education. But the
growth of modem education among the Muslims did not have a unifonn pattern all over
the country. Where Muslims were urbanised and pursued non-agricultural occupations
they were educationally more advanced than the Muslims of East Bengal and West
Punjab who were poor peasants. Of all the religious communities, education was most
widespread among Parsis followed by Jews and Jains which is clear from the following
data of the Census Report of 1931 ( Census oflndia, 1931, vol. I, Part 1, P. 329).

Parsis 791
Jews 416
Jains 353
Christians 279
Sikhs 91
Hindus 84
Muslims 66

The colonial state disrupted the traditional tribal, nomadic and pastoral lifestyle and
pushed these communities into the sphere of settled agriculture. The rural communities
suffered a set- back with the introduction of new land revenue settlements. The superior
service communities (poligars, mamlatdars) of the pre colonial period also faced
tremendous hardship. The dependents princes and landlords were now the prop of the
colonial state. The merchants specially money lenders and bankers too benefited from
the colonial rule though they did intrude into the agrarian structure but Indian capital
and entrepreneurs did not make much headway. In recent researches the notion of the
inflexibility of Indian soeiety has been demolished and it has been established that the
colonial regime was responsible for reinforcing the classification and interpretation of
the Indian social order in accordance with Brahmanical traditions.

32.16 GLOSSARY

Mirasi :  acoparcenary proprietary tenure in South India.



Village community :  Village organisation comprising of peasants, village Jevel Colonial Intervention:
. . Education and Society
officials and village servants.

32.17 EXERCISES

1) Discuss the importance of MacauJay’s minute in the progress of English Education
in India.

2) What impact did the colonial rule have on the traditional Indian society?
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