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Preface

Sometime ago, in October 1 %Y, the Nehru Museum organised a
conference on Lhe theme, “Democracy and Education in India”™, which
evoked a substantial measore of interest in the scholarly community.
The initiative in organising this conference was taken by Professor
Krishna Kumar of the Faculty of Edocation, Delhi University. Profes-
sor Kumar was, in 1988, on study leave from the University and &
Fellow of our Centre for Contemporary Studies, On our request,
Professor Krishna Kumar has now edited the papers presented at this
conference in the form of & book. This will enable a wider group 1o
share the sense of intellectual excitement which these papers stimu-
lated when they were first presented.

I am thankful 1o Professor Krishna Kumar for the trouble he has
taken in editing this book. 1 am also grateful 1o Dr. N. Balakrishnan

and Mrs Aruna Tandan who have extended valuable sssistance in
seeing this book through the press,

Ravinder Komar



Introdoction

Krishna Kumar

The main purpose behind organising a seminar on the theme of
“Democracy and Education” was to bring together a select number of
scholars who have used the study of education as a means of gaining
insights into the socio-political processes characierising Indian de-
mocracy. By saying “a select number” | may be putting an unnecessary
gloss over the fact that Indian scholarship in the social study of
education is highly limited. For a variety of reasons rooted in the
history of education as a discipline, serious study of education as an
area of social inquiry has developed even less than the psychological
study of education has in our country. Important beginnings made by
scholarssuch as the late LP. Desai and AR Kamatwere picked upvery
slowly within the feld and did not receive adequate attention ouiside
in the broader arena of social studics. Some painstaking work on the
distribution of educational opportunity, particularly with reference to
oppressed proups such as the Scheduled Castes, opened up educa-
tional processes 10 analysis and commentary from a wider range of
scholarly interest. Historical study of education remained confined 1o
the documenting of changes in policy, though Aparna Basu did make
noticeable atiempis 1o place educational policy in a political context.
Controversies, promising the growth of ideas and method, did arise,
bul systematic attempis 1o pursue them still continue to be rare. One,
Perhaps the most interesting of historical controversies, relates to the
state of education in pre-colonial India.

 The papers invited for presentation in our seminar offer a modest
indication of the kinds of inquiry that are being pursued and also the
kinds that are needed. We can group the papers included in this
volume broadly under three orbits, cach representing a somewhat
Specialised context of the study of the relationship between education
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amd society. The first of these orbiis covers the concepioal context,
presenting both ideas and norms as relevant tools for study. In this
orbit, both democracy and education are seen as problematic con-
structs. Why democracy is perceived as a problematic concept has (o
dowith several fundamental questions including the one about formal
versus substantive characteristics of a democratic society, By choosing
the formal, and to an extent underplaying the substantive, aspects of a
domocratic social order, Dewey seems 0 have paved the way for
assigning far greater importance to education than others are usually
willing 1o assign. 5. Shukla's paper focusses on this and other problems
of Dewey's perspective, especially the problems it invites in a Third
World context,

It is only appropriate to discuss Dewey as a very special philoso-
pher because he more than anyone else analysed the foll range of
educational issues that any agenda of democratisation would bring to
atention. And it is only fair to accredit Dewey with the concern and
holdness heshows in presenting education as a diatectic between ideas
and expericnce. A reading of Dewey s abways a powerful reminder of
the fallacy of stadying or planning education in terms of one or the
uther, That the special circumstances of the America of his times
permitied him to look so optimistically at the experiential aspect of
education without sacrificing its ideational aspect is an imporiani
point Shukla makes. Whether or not the circumstances of Dewey's
times were an essential element of his construetion of the problem of
edocation can be debated. 1t needs to be acknowledged, though, thar
Dewey recorded a sharp awareness, verging on disillusionment, of the
contradictions underlying America’s progress and democratic order
not wo long alter writing Democracy and Education. |t is another
matier that the Dewey who talked about The Public and frs Problems
i much less read and remembered, if at all, than the earlier, more
hopeful Dewey.

The papers by Sharada Jain and Narindar Singh make vigorous
attempts (0o place the relationship berween education and democracy
in @ strictly normative context. Both these writers are concerned with
restoring the ideals associated with education 1o the usage of the word
“education”. Jain makes two major points: one relating 10 the impor-
tance of the “personal™ in a theory of action, and the second about the
role of language in clarifying thought, She is anxious about theory-
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building; s0 we can say she accepts that educational reform needs a
theory. This is an important point (o remember about this paper
which, otherwise, might give the impression that authenticity of
experience is all that is needed for sounder thought and action. The
paper presents a classification of present-day responses to the educa-
tional situation, specifically to the dichotomy between the idea of
education and the “thing” that is available in the name of education.
The first is a cynical response, the second an optimistic and confident
one, emphasising the search for efficiency; the third response is
radical-activist in {18 orientation towards a larger political struggle;
and the fourth is philosophical, centred around the perception that the
impasse in education is basically a linguistic one. Interestingly and
somewhat disappointingly, the fourth response entails an abdication
of the responsibility of “sorting out™ educational problems 1o the
activist or the manager, The plea made is that “a comprehensive
theory about action is difficalt wwork out — w0 find the links betwesn
this larger (rarified ) exercise 1o specific contexts is almost impossible™.
‘The despair inherent in this pronouncement from the fourth perspec-
tive — and Jain acknowledges that “one can agree” with it = inevitably
leads the paper towards its end 1o an attempt to establish the impor-
lance of “innocence” as a means of rejuvenating sense and action, A
humbler vocabulary is needed, she says, for “effective thought”, sug-
gesting thereby the belief that the fate of thought in the world of events
depends on the quality of thought itself,

A similar dilemma surfaces in Narindar Singh's paper. Formal
schooling, he shows, does not lead 1o the “thoughtful thing” which is
what the world needs, and that too on a mass scale, in its present crisis,
Singh portrays the crisis in no uncertain terms: at stake is mankind’s
continued existence on earth. The development of scientific technol-
Ogy has reached a point where the end of mankind, or rather the
disappearance of the conditions that make human existence possible,
has become a “technical possibility”. Education, or rather formal
schooling, has shared the responsibility of bringing mankind 1o this
pass, It has spread the consciousness embedded in the Cartesian split
between awareness and being. Singh spends a considerable part of his
Paper on the falsity of the ideas and the logic associated with the split,
but essentially his argument remains 8 moral one, It succeeds in
persuading us to accept that the role of education has become dysfunc-
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tional in that education today doss nol norture the chances of lifc as
opposed 1o destruction. He proposes that a radicai model of education
can help us, In this radical model education will serve “as the prais
and propagation of non-conformity”. A democratic order scems 10
offer the best chances of such non-conformist education coming into
being. The last part of the paper suggests that dysfunctionalities of a
crippling nature have crept into the democratic order 100. Yet, Singh
insists that “a general involvement in the process of decision-making™
can salvape democracy and its educational function, specifically the
function of dealing with issues in a holistic manner,

The capacity with which the spread of education can ful il some of
the basic conditions of a democratic order in a highly inequal society
like ours is deeply concerned with a factor nol often recognised: Time,
Theadvantage thai dominant groups already have over the weaker, so-
cilled marginalised groups grows rather than diminishes with time;
therefore the task before any agency, such as education, which is
supposed in equalise opporiunity becomes increasingly difficult. Denzil
Saldanha's paper on the adivasis of Thane district in Maharashira
sharply brings out this contradiction between a social order suppos-
cdly based on equal opportunity and the entrenched differentials of
advantage. The study reporied in this important paper shows that
education does not really carry the same promise 1o everyone. For
those who possess the means of economic well-being education acts as
an agency of enhancement and perpetuation of social fortune; for the
ones who have been dispossessed, education carries no promise of
redemption. lis possible fruit, in the shape of a salaried job for a few,
& o remote for most adivasis 1o deserve coveling in the painful
courseof going througha long process of daily learning of a curricolum
that has little symbolic or functional association with everyday life.
The struggle for survival, in the form of indebtedness, exploitation,
insccurity and oppression, is far more immediate than any promise
that education can offer. This is why, Saldanha says, the adivasi views
education with awe — a response that government officials ypically
interpret as resistance or apathy, rooted in lack of swarcness.

This paperalso presents frameworks of interventive action, While
the broad parametres of intervention that Saldanha discusses and
favours are similar to the ones discussed by Sharada Jain, the specific
perspective within which Saldanha invites us 10 assess a strategy of
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educational action is that of Gramsci. The moot question asked feom
this perspective is; "Can an endogeneous system of transmission of
knowledpe and competence be cvolved which critically questions and
mobiliscs into action in the very process of transmitting accumulated
human reffection on the socio-cconomic context of people’s relation
with their environment?” The guestion gains enormous rejevance as
we go through the bleak overview presented by Anita Dighe of India’s
track record in adult education since independence. The focus of her
paper is the co-optive and domesticating role of non-formal eduoca-
tion. She shows that the non-accrediting character of non-formal
education is not an incidental feature of this system, and that it has
litile to do with the deology of “de-schooling”. 1 is related 1o the
social function that non-formal programmes perform by channelising
the members of the lower economic strata Wwwards low-paid Jobs,
Dighe offers suflicient evidence 10 make this point specifically in the
context of women; yel she chooses 1o go with the theory that educa-
tional programmes concentrating on individual mobility and mean-
ings would, in the bong run, aggregate 1o produce the “critical density™
required for social restructuring,

Malavika Karlckar's paper covers a wide spectrum of issucs
related 10 the conceptual as well as operational aspects of the spread
ol education among women. The point of departure she chooses is the
distinction between two perceptions of “difference” between men and
women. One is the perception that men are different from women in
& way and [0 an exteni sulficient (o warrand, or at least condone, a
wider set of options and higher, socially recognised, achievement in
the caseof men. Theother perception is of difference in aself-confined
sense, sugpesting that the unigque characteristics of men and women
areol the same order as the unigque characteristics of persons excelling
In one kind of activity as opposed to another, Karlekar organincs
historical and conlemporary social and educational data along the
lines of this distinction to prove that perceptions of education have
moved rather too slowly from holding women as “different therefore
inferior” 1o holding them 1o be merely different. Her hisiorical data
hive 1o do with the persanal, autobiographical diaries of upper-casie
Bengaliwomen who belonged 1o the “middle class” bhadralok culiure
of later nineteenth centory Bengal, Her analysis of one such diary
feveals valuable insights into the conflicts that a literale womin,
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exposed 10 social currents of her time, was facing and with which she
perhaps coped better due to the fact of being able 1o read and write in
the process-of reflection.

This historical awareness leads Karlekar to question the “progres-
sive” policy pronouncements routinely made in independent India
ahout the importance of education for women in the context of
appropriateness. These kinds of pronountements stand exposed as
5000 a5 one notices the social and economic consequences of “appro-
priatencss” of the education made available for women. [t ceases tobe
a harmless pedagogical consideration, favoured ostensibly on the
ground that it will further the cause of attracting women (o education.
It reveals itsell 1o be a smokescreen for the old befief that women are
different and therefore require their educational avenuoes to be care-
fully tailored. Mot just the fact of the tailoring being done by policy-
maker men, but the results of such tailoring in terms of lower paid, less
prestigions jobs falling in the share of women, emerge as the focal
point of criticism in this moving paper. The piety of “spread of
education”, and the belief and the practices inspired by the idea that
any steps laken o increase the spread of education are necessarily
heneficial to society come into question. It is possible for a reader o
conclude from this paper that oppression merely changes form as
history moves from one set of beliefs 1o another, and further that
education is not an adequate weapon to fight oppression. Both these
would be valid conclusions, but nevertheless limited. Those favouring
cxpansion of education as a value per se (achieved by offering home
stience courses for girls or non-formal courses for children of the poor,
cle ) can still argue that exposure 1o education does open up possibili-
ties of participation that did not exist before, and that therefore the
socialising part oflearning, which may not be satisfactory by standards
of equality, can be condoned. The arpument necessarily leads 1o
questions related 1o the speed of change.

Karlekar's pointed criticism of the socialising agenda of women's
education docs not prevent her from acknowledging the worth of
education; in the end she only seems 1o complainabout the slow speed
with which its ultimate agenda of soclalisation for an egalitarian
society is being attained. One finds it necessary 1o say that speed is not
the only problem with the change that education brings about; far
graver, from the point of view of democracy and equality, is the
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possibility that the slow and subtle change which education brings
about invites increasingly more radical forms of oppression. The
dialectic between oppression and the means to fight il seems be
weighted against the oppressed; for the grounds that cducation and
related processes of social change make available for hattles against
oppression arc accompanicd by mental spaces sloping (owards com-
promise and coping. It is in these spaces that the relationship based on
oppression finds 18 next, necessarily more complex set of forms.
Karlekar does refer to a proof of this point, without considering the
point itsell. The proof she refers (o Lies in the scale a1 which violence
againsi girls and women has been practised over the recent past. i
seems, there is a resurgence of the male attitude rooted in “difference”
as a “prool” of inferiority, therefore victimisability, of women, whether
in the shape of dowry deaths or sati.

Somewhat less complex-looking than gender is the “difference”™
rooted in religion. This “difference™ has historically received far
greater anention than gender has, Poromesh Acharya picks up for
documentation an event in which religious affiliations of comending
stecial and political leaders surfaced as the major elements of a prob-
lem involving educational policy and administration. The event was
the introduction of the Bengal Secondary Education Bill in the Bengal
Legislative Assembly in 1940, In an attempt 0 implement the idea
mooted by the Calcutta University Commission (1917-19), the Bill
sought wy establish a Board to look after secondary education in the
province. What made the Bill highly controversial was the principle of
representation it provided in the proposed Board on the basis of the
réligious composition of Bengal's society. As Acharva shows, the ideas
and forces that the controversy over the Bill unlesshed were rooted in
Bengal's social history, especially in the development of Bengali
language, literature, and education, Acharya argues that the characier
of Bengal's “nationalist” consciousness and imagination was commu-
mal from the beginning, and not in a subtle sense.

We must accept that Acharya is using familiar catcgorics of
Analysis which counterpose “communal” against “secular” forma-
tions, His point that Muslims had a fair grouse against the sirikingly
Hindu character of educational policies, especially those affecting
Curriculum and textbooks, can be debated if one decides 1o break up
the category labelled "Hindu™ into its socio-economic components.
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The debate will permit us 1o see that voeal elements who uphold the
Hindu cause in sitzations of the kind that the Bengal Secondary
Education Bill presented are, in fect, an entrenched upper-caste,
muostly landed elites, Whether it pays the social scientist toaccept their
sell-labelling #s “Hindu leaders” is a point that future researchers in
this sensitive arca of contemporary Indian studies will have 10 seri-
ously consider. Vocabularies used in rescarch writings also perform a
lepitimating function in the history of ideas. A poorly researched ficld
like the history of education is especially vulnerable (o this problem.

The contribution that Acharya’s paper makes (o this volume 15 in
reminding us sharply that the social meanings inherent in the proc-
esses of education cannotl be meaningfully studied without a prior
awareness of the historical forces shaping the structure and character
of the education system. A similar reminder comes from N, Jayaram's
paper which focuses on posi-independence politics as a matrix for the
analysis of India's cducational problems, The cssential point this
paper makes s that state processes, involving both the manner in
which state power acerves 10 certain social groups and the manner in
which it is exercised, are deeply involved in shaping the performance
ofour education system, The analysis of elecioral politics presented in
this paper may be debatable, but the moot point that India’s political
life has lent a tragically high amount venality 1o the education system
and its institutions will probably be corroborated by many. Jayaram
alsosheds some light on the difficulties involved in evolving a rational
dgenda of education in a context ridden by conflict of interests, Once
again, one is reminded of the inherent limitations of Dewey's account
of the roles education can perform in building a democratic society.
Dewey did acknowledge the problem posed by social conflicts, but he
did not show a grest deal of anxiety over the range of influences that
social conflicts can have on the functioning of the education system.

Dewey's belicl that the history of human endeavour gives as much
evidence of conflict as of cooperation tacitly tells us that social
conflicts did not carry for him the meaning and weight they may have
for us. Dominance as a living variable influencing participation seems
alien io Dewey's frame of reference. In the Indian situation, participa-
tion as the essence of democratic governance has been tried in many
different spheres of civic life. Even in the limited sphere of the
povernance of educational institutions, let alone the larger sphese of
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decision-making regarding the philosophical orientation and struc-
ture ofeducation, participation has provided little help in neutralising
the role of dominance of entrenched groups, cliques and factions. The
adoption and practice of the formal conditions of democracy has not
necessarily led 1o the resolution of problems of substance which relate
to equality and justice. Indeed, our record, especially in higher educa-
tion, shows ihat democracy in thoe formal sensc alone may merely
bureavcratise socinl exchanges, often making strugghes over matlers
of substance even harder to sustain, The late 1P, Maik — architect of
d considerable part of the formal institutional superstructure of
India's higher education — used 1o say in his last days that protest had
become far riskicr three days after freedom than it was before, indicat-
ing that the formal arrangements of democratic governance had grown
independently of respect for freedom and justice.

Recent developments in the sociology of education strongly sug-
Eest the need 1o ook at the inner world of education in order 1o a5sess
the real political character of the educational process, The ldea
underlying some of the most interesting researches made over the last
two decades is thal the pedagogic process may have as great a role in
shaping the political character of education s the opporiunily siruc-
!'ﬂl‘c embedded in the education sysiem has, The sobileties of method
involved in studying the pedagogic encounter between teacher and
pupil have understandably received great attention in the wake of this
concern, for the older methods of studying the relationship between
education and society are not particularly useful for pursuing this
toncern. The last two papeérs in this volume are concerned both with
the problems of method and the potential for rational action in the
direction of reform. Both these papers reflect on specific institutional
vontexts: Mecnakshi Thapan looks at the Krishnamurly school st
Rishi Valley, and Anita Fampal 2 the Science Teeching Programmae
in Hoshangabad.

Thapan is concerned with the transiation of Krishnamurty's emphasis
on individual avionomy and choice inio institutional behaviour, She
Analyses the negotiations that take place between teacher and pupils
In the classroom. The teacher often uses legitimate pedagogical strate-
Eles or applies the resources of her personality 1o construct 2 situation
in which teaching hecomes passible. “ 1t is only when negotiation fails
that teachers resort 1o the use of positive measures to cstablish
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control”, Thapan says. On the other hand, “most children realise that
they have important ‘bargaining power” with their parents, teachers,
and peers. I pupils are encouraged 1o express their opinions frecly, as
they are at Rishi Valley, they become aware of this bargaining power”.
This is apparcntly as much of a recommendation as a social anthmo-
pologist could be expected 10 offer in a feld rife with lood recommen-
dations. Thosc interested in the potential role that education can play
in the construction of a democraticethos can learn from this paper that
rational educational action belongs to the space that lies between
children’s natural abilitics and the awareness in them that they have
these abilities. The manner in which education performs this “aware-
ness giving™ function cannot be treated as a norm independent of
socio-economic and cultural variables. The fact that children studying
al the school Thapan examined come from an elite stratum of Indian
sociely must be assumed 1o be related to the use they are able to make
of their natural bargaining powers. In order 10 be persuaded 1o drop
this assumption we will have to be presented with a contrasiing case
Le. featuring a similar ethos in the midst of children from poor social
hackgroonds,

Anita Rampal writes aboul precisely such background forees. She
reopens the questions long assumed to be closed, about the efficacy of
science education in bringing about a general social awareness linked
Lo “scientific temper”, In a bold commentary on what is perhaps the
besi educational experiment in the country since “basic education”,
she criticises the child-as-scientist assumption underlying the popular
“discovery method” of teaching. Her main contention is that class-
room learning represents a complex interpiay of children’s subjective
instincts (carrying their accumulated past expericnccs and expecta-
tions) and the “factual” symbolic knowledge that the ieacher and the
text are supposed to impart. Rampal takes a plunge into the literacy-
theories which distinguish cognitive styles said 1o be natural 10 an oral
universe as opposed (0 those belonging to a literate social universe.
Her analysis suggesis that the gap between the life-world of the
children of Hoshangahad and the symbolic knowledge they receive at
school in the innovative science lessons may have considerable force
in determining the success of such a programme. Her concern is not
confined to the surface features of the gap, pertaining to the images,
vocabularics and the relevance of the problems selected for inclusion
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in science texts. Indeed, at these levels the programme reflects great
sensitivity. By referring to the supposedly decper level of cognitive
styles — a concept open to debate, at least in the present state of
rescarch — she adds another dimension of the problem of “difference”
being used as a ground for dissimilar education.

Accepling the difference of cognitive siyles, compounded by
acceptance of children's subjective science opens up a whole sel of
implications for equality as a value. These implications have a far
wider stretch of relevance than the children of Hoshangabad. Even as
a focus of pedagogical innovation Hoshangabad has not boen unani-
mously receptive 1o the science its children have been learning with
proven joy. Politicians and other vested interests have time and again
hammered on the justifinbility of a “different™ science being taught 1o
Hoshangabad's children, suggesting that they are being unfairly de-
prived of the science taaght elsewhere. Ifwe avoid reduecing this debate
10 the cruder issues of content and examination, we can see how real
and decp Lhe obstacles in the path toa democratic pedagogy of the kind
Dewey would have liked are. Some of these obstacles may have
legitimate ground in theory, but even these obstacles necd 10 be placed
in the same social universe in which they manifest themselves as
problems to be solved,
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Marjarie Sykes

My theme today is “Education and Democracy”, and talking as |
am 1o professional educationists in a country which is proud, and in
some ways rightly proud. w call itself a democracy, 1 want to begin by
defining these two terms rather carefully. Otherwise we may find
ourselves lking a1 crods-purposes because we make different, but un-
spoken assumplions about what these lerms mean.

I'begin with “education”. We must in the first place get rid of the
unspoken assumplion that edecation means schooling. Edecation
does nor mean schooling, in fact the Aavour of the two words is so
different that it may very well mean de-schooling, as Ivan lich has
insisted. Education means, literally, a “leading out™; I picture some-
one Laking a child gently by the hand, walking alongside at the child’s
natural speed, encouraging new growih and new adventure, cooperat-
ing with the impulses of the child's cm nature. But in contrast 10 this
wir use the word “schooled™ 10 suggesi that the person has been
conditioned to do something one would nov naturallydo — some of the
poscs and movements of ballet, for example. | am not claiming that
education and schooling are incompatible; 1 am not saying that you
cannot have them both. Bui [am saying that they are different and that
wi pught 1o recognise the difference.

lam also saying that a veacher’s first business is not with schooling
butwith education. A teacher is like a gardener, caring forliving plants
= an ideal which is expressed in the word kinder-garten, a garden of
children. A teacher is like a nurse, feeding and protecting the young,
providing the right kind of environment for their growth, perhaps in
what we call a aursery school. And the wise and skiiful gardener or
nurse both know that there are times, many times, when living crea-
tures should be left alone (o pet on with their own growing, do their
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own thing, while the teacher stands back and waiches, concerned (o
understand but not w interfere,

S0 much for what | mean by education. Now what about democ-
racy? The formal techniguoes of “national democracy”, like the formal
patterns of “school education®, are surface phenomena that may, and
sometimes do, have very little 1o do with the essence of the thing,
Democracy is a state of things when people, ordinary people, manage
their own affairs by agreement among themselves. A basic democracy
implies a group small enough for its members (o know one another
well, to respect one another's gifis and needs, and 10 understand
thoroughly the common needs and circumstances with which they
have to deal. The health of democracy at this down-to-earth, grass-
roots lovel is essential to the health of any “national™ supersiructure
which may be built upon it

Here too is the basic link between democracy and education. A
democratic society needs fully mature human beings, and the purpose
of education is to provide them. It is 1o nurture the growth of voung
human beings into s Pally maturity of individual and zocial develop-
menl | hope we can all accept this as our basis and starting-point.

Human societies have been historically of many kinds, and educa-
tion has varied as it has been shaped (o mect the needs of various
patterns of social living. But whatever its form it has always contained
three elements, a leacher, o learner, and some thing, some ohject, skill
in deating with which is the focus of their common interest. Growth in
skill, in understanding, in mastery, comes out of this interaction of
people with things and with one another. The formal and informal
“apprenticeships™ by which for 5o many centuries human skills have
been passed on from one generation 1o the next are important ex-
amples of this triangle of learning. But long before the child ks
apprenticed o any skill or trade, hefshe has been a member of the same
kind of basic triangle and acquired a growing mastery of the workd of
earth and water, and a growing mastery of human language and the
patierns of human society,

As for books, which we commonaly wend 10 regard, like schools, as
necessary tools of education, we should realise that in the whole sweep
of human time and space books have played only-2 minor part in the
nurture of the young. When at last sociely’s sacred traditions were
written down, the future priest was apprenticed 1o the holy books as his



ovi Democracy and Education in Tndia

fellow-learners were apprenticed w the loom, or the potler's clay, or
the crafi of working wood, The link survives in the English language of
today; our “clerk” and our “cleric” are twin words with a priestly
ancestry. [t was only as things other than the sacred books began to be
writtén down that the “three R's"™ became a desirable part of every-
one's equipment for a full life in human society. Even now, as | myself
would argue, they are neither the first nor the most imporiant part of
humitn education.

Let mesaya lintle more about this side of the cducational triangle
which [ have calied the “things”. Another way of thinking aboul i1, as
| sugpested at the beginning, i8 a5 the environment. The greatest
teachers of modern India, like their great predecessors throughoul the
world, have insisted on the importance of a rich and stimulating
environment in promoting human growth. Tagore felt keenly the
pitiful impoverishment of the dreary ugliness of “school™ in contrast
with the endless stimulus and interest of outdoor life and activity.
Gandhi built his whole vision of education on our response to the basic
elements of our life-eavironment: the well-being of our own bodies;
the vast physical world of air and soil and water, sun and stars; the
social miliew of family, neighbours, peer-group; the economic life of
our village and neighbourhood, field and workshop; the spiritaal-
cultural world of celebration — of beauty, mystery, music, art. Like alf
the great educators he gave a ceniral place to music. All of them did so,
which may perhaps make us wonder how it is that we have gone so far
astray as either to exclude music from our schools altogether, or 1o
regard it as at bestan "optional extra”. But it may be more positive and
profitable to ask how we may, each in our own place, provide our
growing children with the kind of environment which can call out their
interest, nurture their skills and develop their full potential.

Finally let us turn to the other two sides of the triangle, the teacher
and the learner. One of my Bvourite quotations, the first sentence of
a book on education, is: “We learn best as teachers; we teach hest as
bearners™. That is worth thinking about, and 6 s the title of the book
itself, Barn Curtows by R.A. Hodgkin. There is mounting evidence o
show Lhat even a very young infant in fis first few weeks is actively
questioning its envirenment, and that solving problems (like, Howcan
I make that light go on?) gives the child a keen pleasure. In the lght of
such revealing psychological experiments we may reflect on Einsiein's
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comment in his awtobiographical essay: “It is nothing shorl of a
miracle that modern methods of instruction have not entirely siranghed
the holy spirit of inguiry”. Have we strangled it in oursélves, or do we
still go abowt asking questions of life, poadering doubs, seeking new
truth? If nol, are we really qualified o be teachers? Do we welcome
children's spontaneous questions, dowe find in them some echoof our
own? | hope so, because that I8 what education is all about, about
questions and problems and doubis, about things that don’t fit into the
normal, accepted pattern. Ifwe can think of education asa respanse (o
& serics of challenging questions, and saor as the accumulation of a lot
of dead facts, then it can become “an exploratory and creative part of
a scll-remewing culture”,! a democratic culture in the mosi basic sense
of the erm.

Just one more thought 10 throw into the melting-pot of this
seminar. There is a very wide-spread assomption reflected in many
traditions that human beings may be eéxpected o reach essential
maturity about their sixteenth year. In India we have the famous saying
of Manu that from that time your son should become your comrade,
equally with you a responsible member of society, able to stand on his
own fect and direct his own life. During those sixteen years adulis owe
it 1o children to help them to grow into this sellf-reliance, and to put
into their hands the 1w0ols of further knowledge. Let them then seck
that knowledge as they will, what and when and where they please. The
self-education which may then take place, say between the ages of
sixteen and thirty, has no limits. And if, at thirty, we are still zestfully

asking questions and seeking solutions, perhaps we may become good
leachers!

MNOTES

1 B.A Hodgkin, Bors Curioss {Depariment of Edwcation, Crford Lniversaty)






Democracy and Education:
Reflections from the Third World in Late Twentieth
Century

Sureshchandra Shukla

John Dewey considered education within the rubric of democracy
early in this century in the United States. Progressive education of his
conception thus took on a new dimension, in fact, located iself in a
qualitatively new domaiin thereafter -- even as Dewey's conceptualisa-
tinn was merely a (i.e. not necessarily the only logically or historically
inevitable) culmination of what had goneon inthe earlier three.or four
centuries, Paedocentrism or child-centred education counting Pesga-
lozz and Rousseau among its pioneers had, for example, emphasised
that @) the child was nor a linke man bul something qualitatively
differcnt, physiologically and psychologically, and therefore learnt
differently and different things from adult humans vie movemenis,
observations, skills, oo, and not just words and ideas; b) diffcrent
children were different, they were individualy; and c) they learnt
differently at different srages of growth. The individual child has thus
assumed his autonomy vis-a-vis the book (or THE BOOK), the priest,
the parent, thevillage or the community and, for that matier, in theory,
even Cosmos and God. (5o, of course, did the individual teacher and
school). Inthe economic and political domain, the growth of industry,
the city, the nation state and ultimalely political democracy had
required the extension of literacy and numeracy (o larger numbers of
people and the addition of manual and observational skills and capaci-
tics as well as social capabilities, 10 the objectives explicitly aimed at in
education. Both of these developmenits were aspects of “democratisa-
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tion” - bringing in more people and admission of non-incliectual or
non-cognitive development 1o be legitimate education. Possibly in
response 1o the elements of heterogeneity so introduced - and 1o the
general climate of movement and change which industrialisation and
democracy bring aboul -- we notice early in 20th century Durkheim's
conception of education as reproduction in the social and moral
sphere, as aninstrument of social and cultural solidarity. John Dewey's
trans-Atlantic formulation was “democracy” -- dilferent as much in its
history and circumstance as in its values and philosophy, (It is, of
course, arguable that the difference is one of style, idiom and temper
rather than of subsiance between a coercive and & co-optive theory).

Itisalso important 1o notice that all this happened in today's First
World in an earlier period - the countries of Europe industrialised
and developed nation-states, even democratic naton-states, on the
basis of surpluscs obtained by colonising the rest of the world. In fact,
the world system has been constructed so that the domination, exploi-
tation and imposition of undemocratic colonial or semi-colonial
regimes om the rest of the world became the basis and precondition of
industrialisation and development, and, in some cases, democratisa-
tin in varying wiys and degrees, of the socictices of the West. One cin
notice practice and then on a theoretical plane. Before outlining this
phenomenon, let us notice the limits within which these basic issues
were raised and a sort of a relationship beiween democracy and
education established or at least postulated. In “free” America, where
immigrants spread further and further out to the West and built
aulonomous colonics, colonies of immigrant witires were being estab-
lished. Neither indigenous native Indians, nor the later imported
Blacks - initlally skives for a long while - had 2 hand in the creation
ol this decentralised democratic sociery.! White Evropean immigranis
themselves were homogenised and Americanised by ensuring, even
enforcing, competence in the English langoage - a standard English
unmitigated by the concerns which today’s sociolinguistics or anthro-
pology bring up viz, the legitimacy of dialect, or of folk-lainguages or
“little” cultures. (It i another matter that Americans a5 a whole
developed their own dialect - the American form of the English
language). It is on this homogenisation already enforced by earlicr
generations and against the background of the urbanising, industriali-
sing North American society and s educational concerns that John
Diewey responded 1o the need and the possibility of a democratic
theorisition ol cducation. This conce prunlisation docs not refer another
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pattern too, in this historical development. Early developers e.g.
England had the greatest freedom and leeway and, could, therefore,
afford more decentralised internal socizl and political development
and did not need so much science and technology in order W be
competitive, Later arrivals on the scene, France, Germany, Japan and
L'SSR had 1o more consciously engineer themselves on the world
economic and political scene and, therefore, fishioned more central-
ised states, mare direct naticnal state intervention in economy and
education, more use-af science and wechnology — therefore, preater
intreductionof it in education too —and penerally a more hicrarchical
top-downwards pattern of relationships. This meant bess “democracy™
in education, even less child-centredness even if manual-ohserva-
tional skills and elements were introduced in the curriculum dnd
methods. Democratisation in the sense of wider spread of schooling
and admission of non-intellectual/non-cognitive cloments in educa-
tion was not necessarily accompanicd wniformly and 10 the same
extent in all cases by democratisstion of pedagogic and social relalion-
ships within the classroom and the school or of the content and process
of curriculum development. Nor was the hicrarchical relationship or
order as between intellectual and practical education disturbed or
even challenged in a fundamental sense. The question of education
recreating aocicty in any fundamental manner was also not raised,

It wins ket 1o the trans-Atlantic first new nation, the United States
of America, to pose these questions, first in merely 10 the extension of
education to larger sections of population.” Dewey’s thought refers to
the content, methods and direction of the educational process, its
capacity to influcnce or belpin the evolution of thesocial process itsel(
and 10 the openness of the goals of education and of this same social
process, Démocracy in this context refers 10 the parity or cquality of
generations (pupil and teacher), classes (working and middle) their
charactristic labour and culture (verbal-intellectual or manual-social-
productive) and 50 on, and to participant or community characier of
work and learning. In working out this educational matrix the naturc
of thinking, learning and the goals of educition are themselves rede-
fimed.

Whit was happening in the America of John Dewey? As ever new
waves of settlers from Europe had come and gone on to newer
settlements and colonies, they had the freedom and the need wsetup
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their own schools and school programmes even as the higher learning
in the more conservative Eastern regions followed the English prece-
dents. Here, the rise of nobodies 1o the stalus of an Andoew Carnegie,
from errand boy w0 millionnaire within the same generation esiab-
lished a climaie not only of mobility but also equality in a country
which had no csiablished or hereditary nobility (or related pricsthood
or bourpgeois classes), and where the income and related social siatus
of ihe less intellectual, commercial and service occupations of various
kinds were seen particularly in the open competitive (democratic?)
conlext 10 be more or less equal to the iraditional learned and genteel
nccupations of law, clergy, medicine and higher civil service. In conse-
guence, the hicrarchy of learning which 1the university in Europe had
institutionalised, the superiority of the verbal-inteilectual over the
practical-social which the university as well as the Evropean grammar
school, eee or gymnasinm had symbolised and strengthened, gave way
in the American context wo the rising though still not oo high csteem
of vocational education. Also came the rise of the comprehensive
secondary school, the development ol land grant colleges into agricul -
tural universities which stressed useful and not mercly learned knowl-
edpe, an emphasis on the extension function of the (ggricultural)
universitics even if as an extension of their research role -- and an
expansion of the clientele as well the intellectual span of education at
all levels, university, high school and common elementary school.
Even as the domination of capital in the economy and its conse-
quences for the polity and social organisation were working them-
selves oul, and a5 certain iraditional educational preserves of the elie
held fast, the breaking down of the traditional hierarchy in knowledge
and cducation by gencration, class, type of learning, etc, was the mode.
John Dewey's educational theorisations provided the theoretical and
idenlogical overarching as well as foundation for a dynamicwhich had
already been in process in this “new™ society for almost a century, The
formulations of his Democracy amd Educarion provided theoretical
basis for breaking loose from old strociures and hierarchies. The
sp.:lling oul of 8 progressive pedagogy and a method (the project:
“problematic act carried out in a realistic senting™) offered the instru-
mentality of bringing together children of widely varying abilities,
skills and aplitudes as well equally varying social and cconomic back-
grounds on basis of participant equality in educational work. By not
prescribinga predetermined set of aims (even though at the same time
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inexplicably and mysieriously expecting demaocracy to be the result),
by not setling the goals of education outside of education but within
the process itsclf, by expecting the educational process Lo itsell set up
adynamicolchiangingand reconstructing society as in the more radical
versions of his school of thought a theoretical basis for pulling down
the obsiacles set up by the traditional institutions and images of
education 10 social change was provided.

Support for such a concepiualisation of the role of the school and
of formal education came - or at feast had the possibility of being
obiiained -- from the changes in objective conditions of life which
urban and industrial organisation of life were bringing about, Children
no lomger learnt the skills of their future trade from their own parenis
who, in fact, increasingly no longer plied these trades a1 home bot
worked away in factories and offices and left children alone. An
explicit enlargement of the role of the school from mere learning of
lirerary and numerical skills 1o the formation of habits, values and
personalities took place. The heterogeneity of occupational and other
characieristics of the families the children came [rom (Lo school ) were
called upon (o perform a moch greater socialising role, and use group-
oriented and socialising iechnigues to s much greater extent. Notguile
ooincidentally, the science of psychology grew up, recognised that
cognition is not just abstract and verbal -- nor is human ability -- aud
that human beings differed from each other in possessing varying
degrees of different types ofability or intelligence and personalities. A
maore equal importance or significance of these all and a less exclusive
reliance on, and esteem for, the merely abstract, verbal cognitive,
became more and more necessary, a8 industrial-technological and
political-managerial tasks in society werne seen (0 be not only signifi-
cant but also requiring cultivation of diversified and varied kinds of
human ability and talent. This was scen 0 be s0, &8 much at the
rudimentary levels of the average worker as at higher levels. In
principle, the purely ohjective pedagogical outcomes required in these
circumstances are also capable of being schieved through authoritar-
ian socialisation and hierarchical organisation of knowledge and of
schools. In the European context with a long-established tradition of
social and educational hierarchy, such a tendency has, indeed, been
very visible, though of course in contest with the democratic urges in
polity, and the egalitarian thrust of the siruggles of the middle and
later working classcs in the arcna of education as a corollary of their
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cconomic and political struggles, But the ideal sell-image of a strug-
gling or upwardly mobile middle or working class can be - and n
actual fact was -- alten fashioned by the dominant tradition. As we
noticed earlier, the particular historical circumstance of the North of
America, however lent a special edge to democratisation in structure,
content and methods and even goals of education, One might com-
ment here in passing that the sssociation of democracy with the small
community in the introductory note for this seminar is at besta partial
statement which, by itself, would not only be wishful and visionary in
character but in fact ignore the very unequal situation it represents in
many contexis, It is the dynamic of indusirial civilisation and the
struggles of the middbe and, later, working classes against the estab-
lished order which provide the possibility of democracy,” And of
course, let us also note as we did carlier, in parcnthesis, as the
revisionist historians in United States have iended 1o emphasise, that
the extension of education to the working classes can be viewed as
much as i process of their co-optation and ideological subordination
as il could be as a victoriouws outoome of & sirutele by these clisses 1o
wrest their rights or as a process of provision of skills necessary for the
functioning of the economic and political system. (This diatectic of co-
optationstraggle applics. o, 1o the part played by cducstion in the
cobonial Third World situation),

The story of the journey of Dewey's ideas through other phases
and cultures brings out a number of interesting poinis. In the Linited
Statex, on the one hand, Dewey himsell was called upon 10 note (see
Experience and Educarion) that his methods should not be so inter-
preted as to be repetitive and non-cumulative in lerms of knowledge,
concepts or intelleciual skills. His radical disciple George Counts
ended up by asking “Dare the Schools Change the Social Order?™
When, by the time of Depression of the Thirties, the expansive,
hopeful period of economic and social picture had come to & close, and
established society had no more need for a chanpe-oriented pedagogy
Lo assist in the process of changing the skills and orientations of its
human agents. After the Second World War again, Admiral Rickover
~and also a great many others, bess illiberal and less jingodstic -- had
“discovered” the need for hard grind in the “basics” for America to be
great. New psychologies of Bruner and Skinner, among others, and
new philosophies of education e.g. Conant following Hutchins of an
earlicr epoch, had all moved in the direction of “the disciplines” with
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its concomitant (though, one must grant, nol entirely uneguivocal)
thirust in the direcrion of hicrarchy in methods, coniem and siructures
of education. The not very simple relationship of this matier with
equality — another important element in democracy - will be dis-
cussed a linte fater. 0t s of inlerest 10 nole here thot Krupskaya,
Lenin's wife, during her Stewardship of education and culture in the
USSR in the 1920 toyed with the Complex Method similur Lo
Dewey's projects. They were given up when the USSR embarked on
the drive for industrialisation and discipling in the Thinies under
Stalin. Hierarchy between penerations (ieachers and pupils) and the
supremacy of the basic disciplines stood restored. Dewey's own jour-
ney 1o the LISSE was not particularly gratifying for either side, By
contrast, his travels 1o China in the 1920'% were a roaring success
judged by the conventional criterin of lirge admiring audiences and
educationists persuaded of his views. Young Tao Zianshi, graduate of
Columbia Teachers College, was appointed, after an initial rejection
by the conservatives, at the age of 28 10 be Director of Educationa
Sciences at Nanking Higher College, who all through later life was
active in every significant movement (e.g May Fourth, mass literacy,
rural reconstruction, war-time education or workers' universitics) was
an early proponent of (American style) progressive educition. But
from be actunl Chinese experience - and his own philosophical
predilections as well, perhaps - he turned 10 a Marxist understanding
of the relation of education (o society, of people and their calture and
life-experiences (0 education. The possibly only really significant
period in China when peoples’ culture and lives were proclaimed 1o be
the important principle in determining the content and organisation
of education was the much later Maaist Cultursl Revolution. Itean be
characterised asdemocratic in the sense that the “lintle”™ traditions and
culture of the people wore placed al the centre of the educational
enterprise and the “great™ culiure handed down peneration after
generation by the elite to jis successors was (lemporarily) dethroned
from its central place in education.

Lt us mow move nearer home. Gandhi, like Mao, was o visionary
of o society which did not, in the event, come about, st least not in his
lifetime. Mao did succeed in bringing about an actual political trans-
Fformation of his own conception, the Chingse Revolution which was
victorious and established the People's Republic in 1949, Gandhi,
possibly because he had set his sights hipher, did not have thai
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satisfaction. Independent India of 1947 was not a sarvodaya society of
Hind Swaraj. He did have the experience of trying out 8 community of
people who did manual work for their own living in the asfram at
Sewagram and of starting the substantial village indusiries and other
“constructive” programmes, One ouicome was the work — and ¢com-
munity-centred Buniyadi rafim (Basic education) which was oflicially
adopted as government policy immediately afier Independence for a
variety of mixed motives by different sets of people — Congress
Ministers for the reason that it promised 1o be cheaper 1o provide, and
child-centred or progressive educationists for the reason that it liber-
afed schooling from the tyranny of the book and the rote learning
based examination, Butwe must recognise that neither of these groups
sccepled Gandhi's sanvodayn society and, more important from the
standpoint of the present discussion, Gandhiji's Basic education was
not demodratic education or education for democracy in John Dewey's
or any oiherdemocratic or peedocentricsense. Iwaswork-cenired and
community centred education; its curriculum, methods, and school
regime would derive from the necds and dictates of the work in hand
and of the (restrectured, hopefully, democranic) community. 11 was
nol, in principle, child-centred and did not hise itsell on bess teacher-
directed or adult determined methods or curriculum. Nor was is
theory directed towards an open future, Of course, for this reason its
logic of movement 1owards the sanvoda [uure was more clear than
Drewey’s in relation to democracy. Basic education was expected to
reduce il not eliminae, exploitation and differentials between classes
and occupational groups by virtue of the fact that intellectual learning
was (0 be integrally conneccied with manual and community work
which was 10 be done by all, both while learning at school, and later in
lifee. Less hierarchy between different kinds of learning - skill, cogni-
tion ete. -- was, of course, postulated and in this it was democratic in
the sense that Dewcey's education was, too, But all this was the theory.

In practice, basic education was only the Indian version of much
the same pacdocentricand democratic changes in education which the
West had scen under other theoretical anspices, offering greater
emphasis on non-verbal and non-intellectudl or, non-cognitive out-
comes of learning and more activity. Only, the spread and depth or
intensity of the change were much less, precisely as all other attributes
of modern development - industrialisation, urbanisation, elc. --and
democratisation viz. equality in its various manifestations had been
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miuch less sharp, for reasons well-known, namely that the underdevel-
opment of the periphery of the world system is a condition of the
development of its Centre, Symbiosis carries (oo harmonious a set of
connotations W characterise this situation. Dominance of the Centre
and dependency in the periphery nevertheless {or, in fact, necessarily)
produce in the latter an enclave of “modernity™. [n this “modern™
enclave, one secs in cducation, as in many olher spheres” manifesta-
tions of a change in the democratic direction,

Of the more prominent recognised attributes of democracy woubd
be a) equality and ) the right and the opportunity 1o be distinct or
different (individuality}, appropristely moderaied by the demands of
community. Paradoxically, the consequences of both cin in some wiays
be in opposition 1o propressive democratic premises in educational
theory. We dwell on these briefly without in any way meaning 1o deny
the basicor in any case substantial congruence in the two spheres. The
basic conundrum can be briefly and succinctly expressed ( paraliel w
the American question of the 60's in the context of education of the
Blacks: Can separate be equal?) in the question:. Can different be
equal? Or, to phrase it differently: Must equality’ mean identity?
Cuestions of diversity of curricula and methods, of adjusting educa-
tion 1o individual or group aplitudes, abilities (Are they really differ-
ent/diverse or is it merely 3 matter of nuriore -- or worse, conditon-
ing?y, of goals (Should they be or should they be allowed 1o be
different’?) and of ethnicity and social and culiural identity arise here.

To clarify, education functions in a society of more, or less,
inequality ofstatus, power or income for persons of different skills and
competences. Maost psychological and social theory suggests a) that
human beings are o a great extent trainable and &) that a very
substantial portion of the observed or measured differences in capac-
ity, intelligence, aptitude among human beings are consequences of
circumstances of class, geography, gender, family dynamics and struc-
ture, and expectations esteem, and experiences which vialved adulis
(eg. teachers or parents) or groups (O peers, Superiors eic.) pul @n
individual through and are not innate, inborn or unalierable, How-
ever, only the most extreme environmentalisis -- and possibly not even
they -- deny entirely the existence of individual differences of poten-
tizl. One need not accept Jensen's racist psychology to stale this, Nor
does one have 1o accepl that identical goals must motivate atl human
beings. In this situation, i it more egalitarian o provide identical
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curricula and methods or differing ones? -- knowing particularly that
in any given society there arc particular seis of skills and attributes
which, even though changing and amenable to change by both educa-
tional and social enginecring. fairly stable over time. Differential
provisions are fairer 10 the individual child in his/her growth and
development and could even be (in very many situations are) fairer in
equipping him/her for hisfher place in this matrix of status/power/
income. But they are equally, if not more likely o consolidate the
privilege of the privileged (and equally true may be its converse). In
fact, the demand of most underprivileped groups always has been
identity of provision. Mother tongue, work-and activity based educa-
tiom, otherwise differentiated curricula have all more ofien than not
been rejected by them as preseriptions of inequality. So his commu-
nity hased decentralised organisation of education (Even the
ntighbourhood school, the favourite of Indian cgalitarians wis scen in
the US context as legitimation of ghetto schools, calling for the
impracticable brielf spell of bussing),

There s one major cxception to this: ethnicity. Except for the
colonised peoples’ (in fact their elites”) enslaved [scination for and
bondage 10 the language of their coloniser, for more reasons than just
scientific or cultural ethnic groups (whether defined by religion or
“race” or nationality) are keen o be themretves. Language, cultural
symbol and religious curricular eléments are some of the méans
whereby ethnic entities seek 1o be different in education and upbring-
ing-- and siillseek, assert oreven attain equality in the matrixofstatus)
power/income. Mdenrity is here the key word. Existence, preservation,
strengthening of identities or their sdmixture and homogenisation
into larger identities -- national or other are all promo’able through
education and will in torn influence it. That is anessentlal aspect ofthe
democratic phenomenon in society, Democratic education has 1o
refate tr it in often tricky ways. What about (he individual who seeks
o disown or dilute his/her ethnic identity, persons who do not wani
religious or denominational educational compulsions 1o apply to
them or their children? Or the similar problem of the relation of the
natiomal identity toethnic identities which are as often sub-national as
cross-national. Democracy in the pedagogic or educational theory
sense in which the issue was discussed in the carly parts of this paper
islikely toaccentuate the ethnic situation except when the nation has,
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as in the American case, already earlier homogenised isell adequately
for solidarity and stability, afer which indeed, it i in a position 1o let
democratic processes in society and pedagogy have full and free play.
Ii can be afforded -- and may even consolidate nation-hood. As noled
earlier, this situation i% casier for the First World which has had
elbowroom in terms of time, priority and cconomic surpluses (these
cornered initially from the rest of the world) 1o consolidate itself in
relative comfort. Late arrival and/or ex=colony ations find the ethnic
phenomenon -~ in education as in other stcal processes o more
demanding chalienge. But they do not have casy authoritarian homo-
genisation solutions available, The challenpe of diversity, unity in
diversity and the strains that arise therefrom appear to have only one
viable solution: democracy at least on the pedagogic plane. This may
appear 1o he more hope and faith than reason. But history seems 1o
support this proposition. Though nat without some gealification --
€ven a8 most recent work in sociology of education €4 Bourdieu
(pedagogic arbitrary as a8 concept) and Bernsiein (the notion of
apencies of symbaolic control) tends in the opposite direction.

Toconchude, democracy in relation (o education cannot but he an
extension of child-centredness (paedocentrism) 1o the social dimen-
sion. The concréte or specific context(s) of the Third World in later
twentieth century offer very much severer challenges in the realisation
of it than the casier circumstances of the First World starting out inan
earlierepoch and on a différent basis/status in reélation to the rest of the
world. Political and economic dependency, ethnicity and the very
paradoxical relation of equality (o the problems of uniformity/diver-
sity, centrality/community are issues that democracy faces in relation
o education.

POSTSCRIFT

Educational theory gencrally - and certainly in our country and
in the broad social-philosophical domain -- has not vet taken cog-
nisance of the electronic revolution bevond noting the unilaterality,
alienation and allied phenomena that result. But it will not do 1o play
King Canute when the waves of telecommunication are already upon
us. In developed First World and perhaps the socialist, 10, 8 near
universal spread foretells a centralised homogenisation as well as
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perhaps accentuated feetings of deprivation and reactions of emula-
tion. This drastically changes the circumstances under which democ-
riacy intervened in educational theory. In the Third World, where upio
half or more of the population are outside the net of communication
because they are also below human noiridonal standards and are
barely participating in the market or literate communication, an even
more differentiated and complicated situation has emerged. Most
earlier conceptualisations of the relation of education 10 society,
culture, economy and polity must undergo substantial transformation
in this situation. Evén in the absence of an adequate response or an
understanding toserve us the basis for such a response, one cannol but
note the drastically changed clrcumsiance,

On a second reading it appears we have nol taken adequale note
of the dialetic between democracy and nationalism in contexts like our
own. The “struggle” of the national intelligentsia for a “Western™
Education and iis (European) education has been viewed olien as
progressive and democratic. It must be noted that the spread of
Western Education is as much cooperation and indoctrination as it
may be & preflude 1o liberation. Actually it could well be argued the
other way round. An incvitable consequence is the legacy of the
Wesltern language which divides the nation so completely and creates
insurmountable obstacles in the path of real democratisation whether
in society or education and culture,

MOTES

1 [may be inderesling 1o pote (el in Latin American contexts with, ez in Bl
fesher prepondirance of Earopesn white immigrants and gresier proportions of
Incians and Blacks and i & less vigorous capatalisen, sbmilsar recipes of homogens-
sl “openness™ and democracy did nod emerge.
In fuct, nx wee nolice, in the work of revisiondst hstsrians of education @ United
Statesin the 19N's and Lster, i b qudie podsible loview this etension not &0 much
a5 @ demicralic vicbory of the working cless, fheir sucoess in scunng the
encrwdedge and skifls with which (o presson witls Lheir strugghs for anegual amd full
hizman existente, a5, 00 thieconbiary, s projeclalhomapesisation o ideological co-
oplation by (e bourgeoisie 5o a8 10 secure the infrmed and willing, cven
guiescen, dooperilion of The working clhsses @ eir own caploiiaton A
domination in the capitalisl ecomomic and social onder.
3 Asdosimilar mxlisnsl snti imperislisl striggles in colonial Thind World Contens,
Malitaalism gels inlortwined with democracy insocial 1ife and o cducation Blewih

coresponifing diabectial relationships emerging within education,

rd



Democracy and Educarion 13

NOTE: s would be lmpossibie 1o acknewledes the debi the autbor owes 1o all the
awibors whise writings and all the stadeais, Friends and professional colleaguss whose
discussions sveribese many decades ane refleciad inthe fosegoing reflections. Particular
mention mus be nesde, however, of e paper by Haben Brown of ike Ulniversiny of
Homg Kong “American Progressivism in Chinese Educstbors Throiegh the Looking
Cilans™ { Reghons] Conlerence i Sociokgy of Education, Delhi, Central [nstituie aof
Edwcation, venue Behru Memorinl Museum Asgust 16-17, 19846 on which | hoee relied
heavily for the references b China, Jobn Fairbank™s Tie (ree Oilocse Bevoferon
(Harvard, 1986 tends Lo supgan the reading of the situation presenied i this preseni
paper. The autlne's o ideas on democracy, Base aducation and cthaicity have been
presented ol groater kengih in earfier wnilings 1) Educatsimal Elements of & Socalisi
Cultural Policy” in Satish Sabherwal, ed., Tewards @ Cultarsd Podicy (Delhi: Vikas, 1575),
(2] "Imdian Educational Thnuptu.ud:FJ:pcnmmu" in Corsprerarive Exdfucanion Yol iy
B | 1983 (Carfaory amd (3] “Secular nnd mom-Secular Elements in Indian Education™
Iy Shlkohak April-lune, 1974 all papers originally wriigen for the Indian Instine of
Actvanced Study Simla; and in (4] ~Indien Mustin snd Education” in Zafar lmam, od.,
Fdin Mustines {Delli Orienl Longman, 1975)
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Education: A Linguistic Impasse

Sharada Jain

| dounbd if there has ever been a period of history when a greater
proportion of people have found themselves frankly puzzled by
the way they would react 1o their best efforts to change i, if
possible for the better. We knock down some dilapidated slums
and put up reasonably smart new buildings in their place, only to
find a few vears later that the inhabitants of the area are just as
basdly off and living in as great squalor as before. We lend consid-
erable sums of money to a tropical country and show it how 1o
organize public health and even provide it with medical sialf for
some years, and the result s that the level of nutrition fulls
alarmingly and the babies are dying of starvation instead of the
infectious diseases that killed them before. If things go unexpect -
cdly wrong once or twice, that is, one might say rather paradoxi-
cally, only to be expected; but recently they seem 1o have been
poing wrong so often and in so many different contexts that many
people are beginning 1o feel that they must be thinking in some
wrong way aboul how the world works, [ believe that this suspicion
is probably correct.

-Waddington C.H. in Tools for Thought Janathan Cape Lid,, 1977,
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Conlext

Had Waddington picked his examples from the domain of educa-
tional interventions and focussed on the current Indian scene the
“suspicions” about our wiys Of thinking would heve been substanti-
ated even more. The paradox in this context is sharper and more widely
recognised. Hopes as well as despair from educational underakings
have affected far greater nombers over a much konper time. Unlike
health interventions where “action”™ has had limited, defined domain
-- immunisation, nutrition, family welfare, ete. (leaving the issues of
miental healthiwell-being for the moment out asan “obviowsly difficuit
area™), claims buill around educational activity have been all perva-
sive. People have led themselves 1o believe that the fast and final
answer 1o the most persistent problems of society -- poverty, ineegual-
ity, injustice — is to be found in Education. This faith, however, is
counter-balanced by an equally strong rejection of the “outcome™ of
the educational system. The éducated person, the “product” for the
common people, has been, and continues 1o be, the perpetrator of
those very problems which the intervention is expected 1o solve. He is
consistently self-secking, alienated and oppressive.

The outcome of this paradoxical knowledge has been twolold. At
one level, it has inspired ongoing critiques from heterogenoos groups
== intellectuals, parents, children, employers and the unemployed.
These critigues have o wide range, from vociferous expression of anger
and distrust for policy makers, 1o more systematic detailing of flaws in
educational management. Admission paolicy of schools; inadequate
arrangements for seating, drinking water, and Livatories; non-availa-
bility of basic tools for teaching like blackboards, chalk, pencils,
noichooks; unineresting/ineffective curriculum design; unjust wages
for teachers - all have been pointed out time and again, These
critiques take the observed scene seriously (as they must) and find
Jlaws in the delivery system.

Al another level, there is a parallel stream of ideas, expressed
more often verbally than in writing, which build around the “ideals” in
cducation. They dilate on the Indian tradition of the non-materialisic
action of educationsl engapement. The focus in this variety of re-
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sponse is on what the teacher “ought 10 be™ — what the relation ought
i be between the school and “people”, what a parent should do, and
how the Indian people can (ought to) redeem their strength and glory
by vitalising their traditional approach 0 educalion.

Both these apparcatly different positions draw their justification
from “observation” and “theory™. However, they leave the ordinary
people who find this kind or reasoning essentially repetitive, leading
nowhere near any shifl in their areas of distress, as helpless as before.
Whether it be theorizing on observation or ordering the obsenved to
conform to theory, what difference does it make for the common
person. Evervbody understands that the name education is not the
same as the fung education. [1is not necessary to resor to the technical
labels of descriptive and prescriplive phraseology 10 make people
“understand”. They mow where the problem lics because they have it
as a matter of direct experience. The thought-world has proved o be
too weak, if oot wially ineffective in the workl of events. While
critiques pour forth armed with choice-phrascology and internal
coherence, hitle dent 15 moade in the aciual situation a5 it obiains.
Despite the fact that the “thought™ is about the “thing™, the connec-
tion between them s lost somewhere. This raises some fundamental
questions: What is the connection bertween the “is™ and “ought™ of
education? Where do we find the controls? What has made critical
thinking so sterile?

n

Response

Despite their diversity, almost all responses o these questions
exhibit a remarkable convergence in the initial rejection of this de-
seription of the problem. They reject this panicular formulation not
because it raises wrong questions, but because it focusses on only a
“part” rather than the “whole™ 1o which it belongs, Doing this, they
argue, deflects the issue, [t is only through the understanding of the
larger sct that we can ever hope Lo getsome insight on thisspecilicsub-
sel. Having agreed on this point, we lind at least four, very divergent
sets of analysis of the “larger whole”,
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The first, simplest, oft-repeated and popularly shared view is one
which traces the educational disorder 1o the fact of a sick society. The
confusion and distress experienced by the members is 3 mainfestation
of a larger disease which grips the society as a whole. The analogy is
drawn from the human organism suffering from a nervous: break-
down, with a complicated set of symptoms crippling almost all the
functions of the organism. Such & siluation, it is agreed, is obviously
difficuli 1o repair and mend ai any specific point,. Mothing shorn of
“1o1al change” can bring relief Lo any part of the whole. However, here
the analogy ends. “Total change™ would neccssitate change of the
people and the patterns relating them. Hence the solution offered is at
best, only a theoretic one. No fresh set of people can be ordered either
from Mars or from the people (we would be dreaming or committing
blasphemy!). Nor can the habit panerns of the existing ones be
tampered with without changing their personal historics. There is an
inbuilt hopelessness in the situation. The “is™ of the scene has 10 be
suffered; the “ought” can be delegated to the garbage can, There is no
conneéction between the two. Despair is legitimate. Cynical, self-
presemving modelof social behaviour is & necessary mode in the casual
chain. It is also the only recourse. 1t has 1o be endured, even if we find
il "insufferable™,

The second group, in exact opposition to the above, offers a
discourse not merely of hope but of supreme confidence. The problem,
imits vicw, is a Transitional” one; also linked 10 a larper set, and can
be handled through efficient management, 1t requires a more accurate
“problem-identification”, wnderstanding of constraints, choice of
technology, defining of tasks and doing what is “doable™. The complex
and somewhat disturbing situation has arisen because of a vague and
generalized formulation of goals, The observable and measurable
issues are the real ones. Shifts in resource-allocation would strengthen
the problem solving mission; and technology based monitoring and
eviluation would ensure ils efficiency, With efficiency thus penerated,
the “is" would be transformed 1o the “ought". The actual can become
the sdeal.

The third approach can be self-styled as the “radical-activist's™
position, Here, educational problems are clearly seen s a subsct of the
larger political problem. The paradox mentioned is nothing but a
minor manifestation or sympiom of a larger malady gencrated by
asymmetrical power relations in society, As long as there is inequality
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{the concept in this view, is sell-evident, and therefore comprehen-
sible), there will be injustice. Unless one can organise a struggle
against the larger forees of domination and resist oppression, nosingle
symplom can be cured. The educational distress is cssentially a part of
the larger suffering caused by the control of power {political, eco-
nomicand kmowledpe) by a fow, Linless the smallerstrogele geis linked
to the larger struggle, “nothing would happen™, The larger struggle,
however, can only be through political organisation. The need, there-
fore, is to join the larger political struggle in order to correct any of the
problems faced in the smaller sections (sub-seis). This is the only link
between the =" and “ought” and this alone gives the right controls (o
alter the situation.

Lastly, there is vet-another, bul no-s0 popular philosophic re-
sponse and siream of thouwght. 1t identifies this specific issue as a
version of the classic epistemological trap caused by the bewilchment
of language. The fallacy generated by a confusion of the descriptive
and prescriptive use of the same words extends 1o this field as well. This
view emphasises the fact that thought not only needs language for
expression but also gets moulded by the language it employes. To be
meaningful, words have to be related (o experience. To carmy oul a
dialogue (argumentation), the language used must rest on shared-
experience/accepted meanings. These “accepted ™ meanings can either
be in a situation where words have a “defined” characier (e when it
is specifically coined to fulfil aspecific function like in mathematics or
when it is arbitrarily, for the purposes of the argument, consciously
limited 1o a certain use) or when they represent a verifishle experience
{i.e., arc available for sense perception/observation). The world of
“ought” does not (ulfil either of the above. Though comprehensible in
a vocabulary which is rooted in the faciual world, vaiues are not
“verifiable” in the manner “descriptions™ are. The language used for
argumentation cannot take the weight of the normative usapes of
words. The problem of seeking the connection between the *is™ and
“ought” in a scientific manner is therefore an insurmountable one.
“Ought” cannot be derived from “is" (naturalistic fallacy) just as “is”
cannol be understood from “ought”, because the latter remains essen-
tially & personal approval, Thus while granting that the educational
scenario is disappointing, this group would, without much reluctance,
abdicate the challenge of sorting it out to the “manager™ or “activist™.
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This approach would be justified on the ground that hereweare taking
cducation as an instramental value, and il resulis are pol what we hipe
for, the stralegies have 1o be altered in view of worldly wisdom. A
comprehensive theory about action isdifficult towork out - 1o find the
links between this larger {ranfied ) exercise o speciiic contexts s il-
mosl impossible. The more specific the issue, the further it gets (rom
the philosopher's compelence.

i
Analysis

A disturhing feature common to all the above mentioned sets of
responses is that despite a fairly clear position taken by them, they have
remaincd benign in either influencing each other or in altering the
actual situation in the educational context. Nomwithstanding the fact
that they are responses 1o the same perceived phenomena, it is odd that
they have not caused mutual “revision™ or “expansion™ in thought 1o
integrate the countér-position. They appear (0 be running as parallel
views without disturbing each other’s autonomy. Had the issue been
one of distant categories of thought, the explanation would hive bewn
easier. Here is a live disturbing paradox affecting day 1o day lilke - a
situation in which some immediate choices have 10 be made. And vet,
the different sets-of thinking neither create a dent on.cach other, nor
do they feel alarmed at their ineffective stand vis-a-vis the “thing™ -
education. Why have words lost their power? This situation in effect
defies the basic assumption of all theoretic enterprise, namely that
“thought matters™.

Al this point, one can make a mundane observation. Despite
apparenily different views, in matters of [act, the members of all the
above groups beftave in almost the same way, even when I eomes o
making choices about an cducational issue, The ones whoare blatently
self-sceking and those who diliste on the merits of grass-rooms organ-
sation, mobilisation and resistance 10 domination can hardly be
distinguished in ways of behaviour. In a given choice situation, say
regarding schools for theirown children or training for themselves, the
grounds of their choice apparently do not differ in proportion 1o the
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differences articulated in their theoretic response. The implication
from this observed phenomena is that at some bevel, they all assurne
that thought and things are different. Also, that belicf and knowledge
can remain segregated. One canargue in the field of knowledge and act
as per beliel. Beliefs are rooted in soil which has texture created by
personal experience; knowledge is whalt is distilled out through “learn-
ing” in Iaboratorics.

150, dowe really have to get disturbed by the lack of elfectivencss
of theorising? If we have lacked the power 10 communicate, it is
passibly because we have not communicated 10 ourselves even al our
own intimate level, and therefore what we say smacks of a hollowness
in the sounds it makes,

Another commaon feature of all these groups (harring the first one
which remains different because ofils cynical stand ) is their desire and
effort io create their own vocabulary and give atechnical form wotheir
discourse, The idiom is not always a freshly coined one. More often
than not, it is an appropriation from common language and given a
special weight in terms of approvals, This feat enables the creaton of
a fresh area ofexpertise through Muency and comfont in the wse ol words
which acquire a “mystique” because of their segregation. This also
insulates a home-ground for the inner-group. Areas of strength get a
protection. Noises from “outside” get muted or even silenced by this
isolation. Al another level, the newly evolved shared idiom acts as a
"bond” testabilise the group. Their “difference” fromothers becomes
their unilying factor. This difference however, is primarily that of
language wsed, created/devised, and not one that is evalved, All it
succeeds in s to give an umbrells protection w arguments of varying

merit. One can even discern the use of master-words used as masier
keys with which we open any lock. They acquire a sanctity within the
group for the redeeming function they perform,

Parallel to this trend of using specialised vocabulary, we can also
discern an even more damaging situation with respect 10 language Le.
a co-option of vocabulary, This has finally cut at the roots of theory-
building because now instead of meeting a counter-position at jis
logical grounds, the game has become a quick one of appropriation of
terms in one’s own vocabulary, The net resalt is that while efforts at
insulation and specialisation are on, as s00n as a master-word with
luaded approvals is discerned, it gets a usage in the same senicnce but
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oftenwith totally different intent. Awarencss gencration, mass mobil-
sation, conscientization, peoples” movement eic, ofien, are the ammu-
nition for all. They have been used so with such little reverence, that
their apparent sanctity has been reduced o triviality. They symbolise
acts of violence 1o language, a stretching (o cover black and white
simulataneously,

The crisis ineducational theory is ceriainly a problem of language
- ong can agree basically with the philosophic stand -- but it is not the
classic epistemic riddie which describes its reality. The problem of
language here is only a subsct of the larger problem -- the pervasive
processes insociety of creating vested interests, of mystification and of
violence. There has bocn a conscious and unconscious attlempt (o strip
language of its legitimate meaning and artificially parb it in a prag-
matic style. The minimum demands of meaningful discourse -- coher-
ence and authenticity ol langunge --can hardly be adhered 1w, as words
have become powerless because of the hollowness created through &
withdrawal of personal “belief” from them. How can there be a
political struggle when the person is out of it?

w
Diirection

Where do we go from here? If accurate thought néeds strong and
authentic language 1o give it a status, one would have 10 inguire as (o
how this can be reached. Il language must be “meaningful”, then it
must remain close 1w experience, I it is o be meaninglul for “many™,
i.e. the larger group of people, then it would have (o seek a proximity
to their experience. If it hopes to communicate, it would have 1o make
an ostensive gesture 10 get close to those who are being addressed. 10
it wihes bo be elfective, it would have 10 be direcr, and without knots.
These are the three basic requisites and implications for language
which can assist as well as mould thought in matiers of concern. In
izsues where the stakes are not high, where theoretic réfinement is the
same as gymnastic skills of elegance and perfection of form, the above
riders are not that significant. 1t is primarily in areas of distress, where
the numbers affected are very large and the snowhalling effect of



B Democracy and Edvucation in India

nonchalance is (rightening, that one needs to treal the matter with
urgency and sensitivity. The thinking on the matter must be refevant,
clearand worth belleving in. These three requiremenis can bevalidated
simply by the fact thal the people understand what is being said, that
they listen with atiention to the arguments offered, and that thereisa
minimal alteration in maodes of befaviouwr, as mech as in their thought
a5 around the subject.

Given this broad sense of direction, one can argue for wo subse-
quent steps. First, we must get rid of a good deal of dead-wood in the
form of oft-repeated and now meaningless words and stop using them
as categories of analysis. We have cried too long about imperialism and
colonialism, as also invested too much faith in mass-movements. A
humbler vocabulary describing and recording more directly what is
ielt, perceived and hoped for is necded. This is the langoage of the
ordinary people, which is transparent enough toreveal any logical cob-
weh, does not permil the camouflaging which is based on the use of
pompous words -« in brief, keeps the clogging out of communication
chunnels.

It is a mistake 10 belleve that all argumentation needs rarified
catepories. In matters of specific concern, the language in which a
problem gets identified shoald be the language in which it is analysed.
The conclusions drawn therefrom would then carry “sense” and no
fresh crusade or action-plan would have 10 be drawn up o “motivate”
people. In short such ashift in language would ensure not only cleaner
thought but also effective thoughr,
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Cultore, Education and Democracy: A Conceptual
Exercise

Nerincar Singh

Turn your ears 10 the wind of death,

Your eves to the derricks of death,

Shout BEWARE! BEWARE! as il Exckicl

Sto0d again on his street cormer in Jerusalem
-Amron Kromer

I
Introduction

Mot many people try to take the kind of care which the use of such
easily, grossly and in fact rendentiously misusable (erms as “education™
and “democracy” necessarily requires. Besides, and not unofien, even
the literali manage only to remain utterly unconcerned with the kind
of casualness with which they happen to handle these terms. This is
something toworry aboul. For, such casualness cannot bot produce,
1o begin with, a growing mismatch between the world of concepts and
the world of reality and then, and incvitably, an increasing trivializa-
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tion, irmelevance and even counter-productivity of the products of
intellection. More serious, it enables the ruling, or rather the ruining,
circles everywhere 1o generate a never-ending supply of illusions
which they find necessary 10 remain installed in power.

In order to avoid consequences of this kind, therefore, one would
dowell 1o iy 1o kandle one’s (erms with all the care one could muster.
To my mind, this must form part of that course in “intellectual self-
defence”™ which Moam Chomsky, for instance, savs we must undertake
il wie are to protect ourselves friom manipulation and control.! Indeed,
all that one has o do © be able o dispel the endemic confusion
pertaining in particular 10 “education™ and “democracy™ is o put
them both in the context of an analysis of what anthropologists call
culture and of which their referents are butl sub-processes. For, being
mere sub-processes, no maiter how important, they can be compre-
hended properly ifand onky if one takes care 1ositoate them very much
within the main process which is culture.

This is nor o sugpest that the term “culture” itsell s entirely free
from ambiguity and confusion. Foritis not, Sll, i canat lesst be made
o prowide the specific context within which afone can any meaningful
and non-trivial analysis of edocation and democracy be undertaken.
Nevertheless, making culture serve that purpose may not be in casy
thing todo. For even the anthropologisis who are ol agreed as 1o Man
being defined as a cultural animal do notseem o be verysure as 0 how
culture itselfmaybe deflined, To see that this indeed js the case, one has
merely 1o refier 10 a well-known and oft-cited reéview of the concepis
and definitions of culiure which A L. Kroeher and Clvde Kluckhohn
published way back in 1952, This would be enough 1o persuade one of
the need to puat the idea of culture itself ina kind of context which could
help one focus on the essentials involved and thus 1o make colturology
shed all the ambiguity it happens now to be heavy with, It seems
remarkable that in one part of their monograph, Krocber and Kluck-
hohn collected no less than one hundred and sixiy-four definitions of
culture which had been produced by anthropologists, sociologists,
psychologists, philosophers and others since Edward Tylor's pioncer-
ing work of 1871. Bul their text ss a whole carried, as they said,
probably close to three hundred “definitions™ of culture.? 1 do not
know why in the remark just cited, they had to put the word definitions
within inverted commas. But considering that they thought the ex-
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planatory importance and the penerality of application of the idea of
culture 10 be comparable 1o such categorics as gravity in physics,
disease in medicine and evolutiom in hiology?, such a plethora of
definitions could well be & source of some discomfon il not extremae
embarrassmeni. Be that as it may, Leslie White, for one, while review-
ing their book in the American Anthropolopist insisted that with the
multiplication and diversification of the conceptions of culture it &
confusion and not clarity which has continued 10 increase.®

By this token, since the bateless fabrication of the definftions of
culture is mot Hkely to have come 10 4 stop, confusion may only have
continued to grow. The reason why lies in the continued concern of
social anthropology as of the rest of social science with the small and
the trivial to the concomitant neglect of the Grim and the Whole.
Therefore, the unending proliferation of the definitions of culiure
argues nothing but the conrimicd incovcern of the professionals in
question with the fundamental novelty and the defining fuct of our
situation. Which is that for the very first time ever in all our evolution-
ary history, we cannot take the continuation of our specics for granted
any more. Incomparison with @ concern with thiy problem, a concern
with fust any other would be, as the late Mrs. Joan Robinson put it
once, “totally beside the point™? Siill, academic social science has
managed somehow 10 ignore what happens to be the Central [ssoe of
our fime in order (o be ahle to coltivate all that is “otally beside the
point™.

It follows that if culture s ever 0 provide the context for an in
depth analysis of education and democracy, it would first have 10 be
cleansed of all the conceptual crap it happens now (o be profusely
contaminated with. An extremely effective and indeed the onlycleans-
ing agent [ can think of using is a self-consciously and consistently
holistic perception of the prevailing reality. Bot 1his demands no less
than a complete break with mainting scholarshipwhich has never becn
persuaded of the epistemological significance of holistic thinking.
Rather, entirely unbothered by the earth-killing pursuiis of the conge-
lations of morbidly irresponsible Power, and therefore totally ungon-
ccrned with the prevailing crisis of political legitimation, it takes care
aclually 10 deny the very possibility of thinking which is other than
reductionist, Differently put, it dismisses holistic thinking as a veri-
table contradiction in terms.  Here, it seems necessary to emphasize
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stood assimplification and abstraction is a necessary component of the
very process of intellection. But reductionism, understood as an
addiction 1o over-simplification and trivialization, can only paralyse
intellection. It begins with an over-simplification of the problem in
guestion, leads (o a search for a solution in some techno-fix or other
and can only involve reckless and entirely unbridled intellection the
consequences of which must necessarity be catastrophic. Thus, for
instance, the powers thai ought mot fe be and their braintrustees
everywhere manage only 1o perceive security in more or less exclu-
sively military terms and then (o seck solutions in ever-increasing
acquisitions of weapons systems 10 the concomitant bankrupting ol
the capitalist and the erstwhile socialist economies alike. Likewise,
economists and economic managers never il 1 perceive develop-
menl a5 rising income per capita and as Hitle else, dnd then seck
solutions, say, in large dams. These, like the ever-escalating purchases
of weapons made by the military strategists, arc mere techno-fixes
in nature: they would not last beyvond sixty (o seventy years, but would
all the same have destroyed vast acreages ol the forest cover for all time
o come. But those who sell mere techno-fives are actually pro-
grammed not 1o see this. Verily, and both in theory and in practice,
reductionism is nothing less thin a serious ailment which in addition
to treatment merits a name. Borrowing a term from H. W, Fowler, one
may designate it as abstractitis.

One would also do well 1o emphasize that these days, and entirely
unnoticed even by the literati, this disease happens to be very largely
Popper-borne, which is intended to suggest that Karl Popper is one of
the more influential reductionists of our time. He pleads for the
practice of whit he calls “piecemeal technology™® and what [ should
like o designate as “plocemeal technomania™. But, then, thereis e
1o distinguish between an addiction to the Popperian piccemealism
and an abject surrender to what Bertrand Russell onee called the
tyranny of “the here and the now”. Given his utter lack of “wisdom™
understood as “comprehensive vision” combined with “a certain
awareness of the ends of human life”, the piecemealist or the techno-
maniac disdains 10 be concerned with anvihing but the narrow and the
immediate. Thatis tosay, he refuses w have anything whatsoever to do
with “the there and the later”. But from the point of view of the
integrity of human habitation, this kind of compulsive narmow-minded-
ness and short-sightedness can have only the most catasirophic conse-
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quences. [t is these consequences of their work which scientists in
particular must take into account befire deciding to undertake il This
means that onoe they accept the integrity of the earth sysiem for
purposcs of human habitation as a paramount and inviolable value
premise which must inform all their life and work. they would have no
option but 1o refiese 10 hive anytking 10 do with such ventures as are
actually known 1o promisc litthe but global disaster, Therefore, any
scientist who aoquissces in their execution and accepts for Lhe purpose
what arc euphemistically known as research grants alloows his work 1o
be conditioned by considerations other than the pursuit of knowledge.
It certainly would not be knowledge with wisdom. This can hardly be
emphasized and itcrated strongly enowgh. For in order o b able 1o
ensure that his pursuit of knowledge docs not degencrale into an
extremely expensive and dangeérous acquisition of ignorance, the
scicntist has [0 be able wsay No (o the execution of an increasing
variety of projects available today. But if he fails tosay this and instead
manages only 1o utter Yes and to accept all that the powers that be
wanl him to do, he opts for the cultivation of knowledge without
wisdom. To my mind, such knowledge can only be a most dangerous
kind of ignorance which piecemealism inevitably and necessarily must
promaote: one ceases even (o be aware of the kind of damage one may
be doing to the prospects of our species as a whole.

A specific case in point is the unravelling of the mystery of the
atom or, having been split, what is the a-tom no more. There was a time
when the composition of something tiken 10 be indivisible or the
arcios a5 Lthe Grecks called it was an object of penuing scientific
curiosity. But that is no longer the case. Indeed, scientific curiosity has
long been replaced by the scientise s responsibility as the central gues-
tion. For, as Bertrand Russell once reminded us, “You study the
composition of the atom from a disinterésted desire for knowledge,
and incidentally place in the hands of powerful lunatics the means of
destroying the human race™.” Owee this has happened, the lunatics take
over and, given their command of the funds, come ever more to decide
what the scientists shall do and what they shall not. IF then, the pursuit
of knowledge is to remain the scientist’s ontological vocation and
perhaps his prerogative 0o, he has (o be able tosay No 1o a variety
of assignments which the men of power may ask him to undertake. A
concern with the damage potential of what Albert Einstein once
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concern with the damage potential of what Albert Einstein once
called “the unleashed power of the atom™ demands little bul this
ability to defy. This point is of the ntmost importance. For it i 10 the
scientist’s Refusal o Refuse 10 develop all kinds of horrendous
weapons systems today that we can trace the collapse of culture and
therefore of education and democracy as well,

It seems evident thit only il we pul these concepts in the context
of the existential crisis of our time can we expect to dispel all the
pointless controversy which they are now surrounded by, To be sure,
such an exercis¢ could only be expected to generate an exceedingly
grim scenario. But, then, as Thomas Hardy would have said, one ought
t have “a full look at the worst” so as 1o find 4 way to the Better, All
that follows is intended 1o take a sharp and full look at the worst but
in the Hope that it may siill not be (oo late 10 realize the Better.
However, if we remain enthralled by reductionism and s fallscies, we
cannot percelve the worst in all its gravity. 1t is in this connection that
we would need 10 undertake a relentless and rather uncommaon
critigue of Rene Descartes. For he is probably the greatest reduction-
ist to be found in the annals of philosophy: a veritable Archangel of
Reductionism. Besides, as Gregory Bateson has written, it is ot least in
part 1o a sustained pracrice of Canesian reductionism that most of the
problems and perils of our own time are due." Werner Helsenberg, no
less, also recognizes the prepotent intellccteal influence of Descartes
and his reductionism during the centurics since his death. According
to him, Cartcsianism has penctrated deep into the human mind and it
will take a long time for it 1o be replaced by a really different attitude
towards the problem of reality.* And, finally, let us not forget that
Descartes belonged to the sevenieenih century, one which AN,
Whitchead once described as “the century of penios™; and that he also
produced a majoer share of the “capital of ideas” originating during the
period." Therefore, il we now find that from the point of view of our
very cxislence as m specics that capital of idess has wrned out 10 be
disruptive and counter-productive in the extreme, we furve to demand
that Descaries appear for ancther examination. But since this exami-
nation is 1o take place in an altogether different context, Descartes
might find some of the questions 1o be awkward in the exireme. But
this one cannot help,
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i
The “Illcgacy™ of Benc Descarics

The erosion of the conditions of our existence which [ am so
deeply concerned with has been a long drawn-oul process the begin-
ningsofwhich may well be traced to the rise of Cartesian reductionism.
That is why [ wish now 10 spend some time on Kene Descartes’s phi-
losophy and try toshow how it has led to a yet unnoticed and therefore
unanalysed distortion of the civiliztional project of the human race.
But given the unexceedable importance of this issue and given also the
absolute neglect from which it continues to suffer, Thave no option but
to take, in order to bring it under sharp focus, a route which Descartes
himsclf would have described as both entirely “unirodden™ and “remote
Trom the normal way™ (CSM-11, 6).° For, thus, | hope 10 be able (o
establish that if human civilization &5 going to revive iisell 5o as 1o
dispel the threat of extinction which it now faces, Descaries and his
reductionism would hive to be buried very, very deep indecd. Besides,
such a burial afone would help one develop against the prevailing
orthodoxy what Humpty Dumpty would call a “nice knock-down
argument”,

The unabashed, unabating and remorseless scientism which Rene
Diescartes launched more than three hundred vears ago has since then
been sold as authentic scientific inellection, Stll, it is directly and
immediately responsible for most of the ills of our lime including the
negation of culiure and 5o also of education and democracy. Peculiar
and also basic 10 Cartesianism is a cultivated aversion to the Whaole
and a concomitant fixation on some Part, which, lronically and
because of a total unconcern with its linkages with the Whole, neces-
sarily remains misperceived. Even so, the reduced and the scientistic
topples the comprehensive and the scientific.

As far us our existence 8 concerned, this 5 an unexceedably
important point. But surprisingly, no one séems to have been con-
cerned with it at all. S0 jet us try to develop it a little further. The
starting piint with Descartes is the Cogito or the one certainty to the
effect that he is doubting or thinking. Hence his famous though utterly
invalid dictum: Cogito ergo s - 1 think, therefore Lam. [In CSM (1,
127), it appears as *1 am thinking, therefore I evise™, But | have decided
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to use the commaon though not very emct rendering.| It is invalid
because it is a complete inversion of the existential reality and assigns
pricrity to the “[" over the external world. This ks something that
cannol be done, Aristotle insisted long apo thuit only a beast or a god
coufd expect o be entirely on his own; and in our own lime, Julian
Huxley made the same point by affirming that an isolated brain must
be a piece of biological nonsense,

Therefore, Descartes could not possibly have intended his Cogito
statement (o be taken as a Freral claim o the effect that the certainty
of hisown exisience alone could be induhitable, Instead, and evidenily,
he was using it as a meevapiysical point of departure foraff his reason-
ing. Only, it was a point of departure which turned out 10 besomething
utterly spuriows. Litile wonder: for a metaphysical statemeni proper
has 1o be boph unprovabie and disprovable like the one which Mrs
Robinson once cited: All meén are equal. [t would be impossible to
sustain it or 1o destroy it Still, it hss served ag a powerful rallying
pvint for protest against privilege by birth and - provides a valid
programme for research.”

However, Descartes's Cogito erge sum is by no means a metaphysi-
cal staiement proper. For itsatisfics only one of the two conditions for
serving as one: it is unprovable all right, bur it is not disprovable, The
reason lies in the sheer impossibility of a private language. For any
language muisi presume. a8 Ludwig Wittgensicin in particuler has
empasined, o commonly accepled vocabulary and a commanly ac-
cepied set of public criteria for & correct use of that vocabulary. This
means that oo one, not even Descartes, oould give any substance to his
Cogito or could articulate i in wriling, in speech or even in silent
introspection withowr usingsome languagewhich e definition muse he
a public medium. Therefore, the very moment that one made use of
language -- any language - one would be pre-supposing the prior
existence of an external world occupied by o community of other
human beings -- of other social individuals, and ror 50 many coginog,
cach using his own language, One may refer here to Noam Chomsky's
suggestion 1o the ¢ffect that the establishment of the exisience of
“other minds” remained problematic for Descartes and his follow-
ers.t* Litthe wonder. For to try 10 find a solution to a problem which
cannol even exist but which ene has managed w conjure up somehow
musl perforce remain an unavailing exercise. What is problematic,
then, is Descartes's poind of deparmire which has a patently ludicroes
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metaphysical status, All that this means is that vo one could congeiva-
by siart from his solitary consciousness which was inany way unsullied
and uncontaminated by society and then move oulwards in order o
establish the existence of an external world. If anything, one would
have no option bul {0 presuppose one's 0wn existience as an integral
part of an already existing external world and them and only then
procecd with one's cogitation, This makes it imperative for one (0 go
with the Spanish philosopher Mipguel de Unamunao, invert the Carte-
sian formuka; and then say “Suer ergo Cogite” == Lam, therefore 1 think.
To insist otherwise would mean putting Descartes before the “horse”,
which means the world, and would thus mean opening the (loodgates
of reckless intellection.

But the untenahility of the Cartesian Cogito argues the dubious-
ness of the Cartesian Doubt in which it happens 10 be rooted. This is
because the Cartesian Doubl, in donying cenainty to anything and
everything other than the Cogifo, is not even meant 10 1ake any notice
at all of any of the inkquities imposed and perpetuated by the status
quo. It follows that the denial of certainty 10 anything other than the
“I", even at the metaphysical level, can only mean a complete unwill-
ingness or rather refusal o question the legitimacy of the power of the
perwers that be, Little wonder that Descartes lacked this power-to-defy
more pathetically, perhaps, than any other philosopher that history
has ever known, Indecd, his extreme limidity must appear (o be almast
scandalous even for one with a reputation a lot less formidable than
his. The Duranis sugpest that during a visil 0 Florence isell, he
avoided secing Galileo." There is no evidence available 1o the effect
that he felt any remorse for this, Rather, it scems reasonable 1o
contend that he could nor have felt any remomnse for this obvious
misdemeanor or perhaps for any other, oo, For, after all, he was the
chief harbinger of the Age of Remorselessness. No wonder that he
decided 1o suppress his Trearite on the Unfverse, due for publication in
1633, simply because he came to learn of the condemnarion of Galileo
by the Inquisition which had just iaken place; and, asif in confirmaticn
of all this, he wrote a leiter to Friar Marin Mersenne, his close friend
and principal correspondent, saying, 1t is not my emperament 1o sel
sail against the wind"." It follows that having no substantive contcnt,
the kind of Doubt in which is rooted liverally the whole of Carlesian
philosophy, is no more than a mere five-letter noise, which may even
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be articulated, e, if noisecan be articulaied, in such stutemenis as the
following: “Thus [ shall be uncenain not only about whether you are
in the world and whether there is an earth or a sun; but also about
whether | have eyes, eam, a body, and even whether | am speaking (o
you and you are speaking 10 me. In short, [ shall doubt ¢verything”
(CSM-11: 409). Given a metaphysics so robust, Descaries had ne
réason Lo be certain that a fellow philosopher, Giordano Bruno, had
been burnt afive at the stake (or heresy maybe just around forty yeirs
before he wrote these lines. But ifhe Enew that Bruno had in fact been
burnt in terms of what he called “moral certainty™ or certainty quite
sufficient for ordinary practical purposes {CSM-I: 130; 291 n}, then his
philosophical conscience seems never 1o have been morally outraged.
And yet this practice of putting men 1o the stake may not have been
very uncommon in Europe at the time. For long before the burning of
Bruno, Michel de Momaigne had written as follows: “After all, it is
setting a high value on our opinions 10 roast people alive on account
of them™." He could say it because, unlike his knees, his reason was
“not framed 1o bend orstoop™. But Descartes's reason was not so made
and he seems to have used his metaphysical Doubt merely to avoid
examining the iniquities which defined the world around. Even so, he
could be quite certain and knowledgeable when he wanted 1o be. For
instance, he Laew that his natural doughier Frapcine gol concedved in
Amsterdam on 15 October 1634, It was only when it came (o ques-
tioning Authority that he abandoned his moral certainty and cowered
under his metaphysical Doubt, which in conception and intent ¢an be
seen 10 be something utterly dubjous. Littde wonder that the Cartesian
Cogire, rooted as it is in the Cartesian Doubt, turns out 10 be conceiva-
bly the very wltimate reduction and one which i$ unsurpassably im-
moral. Ultimate, because it abstracts away everything other than the
“I" - in fact, even the body in which the “1" happens to be lodged; and
immoral, because it is but a way of turning away from the prevailing
iniguities.

Bul, for the sake of argument, let us forget aliogether that the
Cartesian Cogiro is something entirely unsustainable in logic and let
Descartes have his way, In that situation, the Cogite of the world of
metaphysics becomes a philosophical legitimation and suthentication
of even the most pathological Ego of the world of reality. This is how;
the “I" is where the Cantesian philosophy begins. Sell-recognilion s
prior to the recognition of the world around and of “other minds” in it;
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and this 1o the point that even the existence of the external workd
cannot be taken for granied and has instead (o be extoblished. Inaway,
the entire world &5 reduced 1o the siaus of an object vis-a-vis the
cogitating “1” which becomes supreme. When this supremacy is the
supremacy not of the 1" of a mere philosopher but that of a captain
of industey or even of commerce and sore s of a collectivity like a
giant corparation or a planning commission, too, the consequences
can turn out 1o be catastrophic in the extreme, In fact, they Aave already
turned out o be catastrophic in the extreme. For, no matter how the
Epo manifests itself, it simply présumes it 10 be its prerogative 1o
exploit and 1o manipulate the external world or such segment or
segments of it as il can. Bul when the world being segmented and
exploited happens to be a complexamd fiving system as the earth system
(5 mow known 1o be, the over-infiaed Epo cannol even avoid plaving
havoc with i Besides, by the time symptoms of the damage having
been and being done begin 1o appear, the planetary paralysis may
already be ina dangerously advanced stage. Rene Descaries with his |
think, therefore [ am” and Miguel de Unamuno with his “1 am,
therefore | think™ bock do not mesn a thing in this situation. For, Ego,
no-matier how considered, knows only the following: 1 am, thercfore
I muost grab.” [ do not know any Latin mysell. But 1 am 10ld that this
affirmation gets easily translated into that language: Sum ergo capio”.

Howewer, this represents @ moral threat, nothing less, 1o the
integrity of the carth system, curtails our ability (o ensure the continu-
ation of our species and thus signifies a resounding disaster from the
point of view of civilization. For the ascendancy of Cartesianism
significs the declension of the humanity in man. As Lewis Mumford
would say, ir significs for us a fall front  human 1o o distinetly simian
level: like the apes, men are impelied ro snatch everything. In short, they
get alienated from their distincily human potential and only naturally
fail o produce any equivalent wealth of the mind.'®

Let us therefore disabuse our minds of the well-known distinction
between what Descartes called res cogitans or the thinking thing and
res exteniid OF the extended thing, To be sure, he did nol isvens this
dualism. Still, he gave it a kind of sharpness that it had not had since
its initiation by Plato and took it w the sharpest conceivable point by
insisting that “the concept of body includes nothing at all which
belongs 1o the mind, and the concept of mind includes nothing at all
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which belongs to the body™ (CSM-11: 158). Evidently, a distinction of
this kind could be mainiained onlyat the concepiual level. But even at
that level, no one could reasonably claim that in addition 10 being
distines from cach other, body and mind were entirely unconmected with
each other, too. No one except Descartes, that is. For having taken
cognizance at one point of his body and mind being closely connected
with cach other, he pocs on o claim in the very next senience that he,
which means his mind, can still exizt withoul his body: “10 = e that
I may have (or, 10 anticipate, that | certainly have) a body that is very
closely joined 1o me. But nevertheless, on the one hand 1 have a clear
and distinct idea of mysell, inso far as [ am simply a thinking, non-
extended thing; and oo the other hand [ have adistinet idea of the body,
in 80 far as this is simply an extended, non-thinking thing. And
accordingly, it is certain that { am really distinct from my body, and can
exist without ir'" (CSM-11: 54). But why “accordingly™? Tt may well be
that he was trying merely to affirm the immortatity of the soul in the
fond expeciztion that the Dean and Doctors of the Sacred Faculty of
Thealogy at Paris would be suitably impressed and put the stamp of
their approval on his Meditations. But they remained unplacated and
perhaps cven unamused,

Still, whatever the reason, [ find it 10 be more than a bit odd that
someone who is known as a major rationalist; as one of “the very
greqtest philosophical intelligences in history™;'” and indeed as the
founder of modern philosophy, could make a statement like the
following: “From this | knew [ was a substance whose whole essence or
nature issimply to think, and which does not require any place, ordepend
o ity raterial thing, in order to exist. Accordingly, this T -- that is the
soul by which [am what [ am -- i5 entirely distinct from the body, and
indeed is easier 1o know than the body, and would not fail to be
whatever it is, even if the body did not exist™ (CSM-1: 127, Emphasis
mine}). The italicized part of this passage can unly mean that thinking
requires no brain or, better still, brains require no brain at all!

[ am no philosopher; so [do not know what precise philosophical
significance one could assign (o an assertion like this, Bul | do know
that John Cottingham, who is a philosopher and in fact a leading
authority on Descartes today and a translator of some of his philo-
sophical writings as well, finds it to be “simply preposterous™.® Evi-
dently, inorder travoid any problem of this kind, Noam Chomsky, for
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instance, does not speak of “mind” at all but of “mind/brain™.® Bul
given the kind of historical milieu in which Descartes lived, a recurring
alfirmation of the identity and autonomy of the mind, of the thinking
“I", of 1the Cogito to the point that it was so self-contained and self-
sufficient as not even to need a material encumbrance like the brain
could well have appeared to him as only & way 1o dispel the reign of
unreason as manifesied in the fossilized hicrarchics of feudalism, in
the concomitint codifications of the Catholic Church, and in the
rampancy of supcrstition in the Europe of his time. But, ironically, the
Age of Resson and of Individualism, at the very dawn of which he i3
generally seen tochave stood, would in due course and in our own Hme
depenerate intoa Tyranny of Lunacy so extreme Lhat we could not even
take the continustion of human history for granted any more,

Be that as it may, Descaries's main problem was 10 do the best he
could 10 persuade the “soulful” theologians of his time to turn their
heat off him and, instead, wbegin to patronize him. Still, whenever he
could, he did slip in a surreptitious word or two to the eifect that “no
sane person has ever doubted” that “there really is a world, and that
human beings have bodies and 5o on' and also that the mind, in spite
of being distine from the body, is “so closely joined (ot that the mind
and the body make up a kind of unit™ (CSM-I1: 11). Therefore, inspite
ol his determination 1o *pretend” that he had po body and that theos
was no world and no place for him to be in, be could “see very clearly
that in order. (o think it is necessary o exist™ (CSM-1 127). And;
finally: “Nature also teaches me, by these sensanions of pain, hunger,
thirst and 5o on, that | am not mercly present in my body as a sailor is
present in a ship, but that [ am very closely joined and, as it were,
imtermmingled with it, 5o that [ and the body form a unie” (CSM-11: 56.
Emphasis mine). Litthe wonder that in spite of his full-blooded theism
and in spite of his claim that his proods for the existence of God were
of a kind which left “no room for the possibility that the human mind
will ever discover better ones” (CSM-11: 4), the Church found it
necessary 10 punish him even afier his death, which ok place in 1650;
and in 1663, it placed his works on its Jredex Librorim Prohilbitorim 0
its list of prohibited books. For it had no use for the intellectualized
notions of God like those which Descanies propagated though on
occasion, aswhen 1alking of animals as automatons having been made
by the hands of God (CSM-1: 139), he seemed only 1o be articulating
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the standard religious dogma,

What matters with Descartes, then, = the recomnition ol res
cogitans or the thinking thing as a faculty which is absolutely unigue 1w
man. *Lam, then, in the sirc sense only 4 thing that thinks; that i=, |
am & mind, or imelligence, or intellect, or reason -- words whose
mieaning [hanee been ivrorant of unii! Row. Buat forall that Tam a thing
which is real and which truly exists, But what kind ofa thing? As | have
just said -- a thinking thing™ (CSM-11: 18. Emphasis mine). Here, he
can be seen 10 have come perilously close to actually accising the
Church of having kept him and others under its influence ignorant of
the unique human gifis of reason and intelligence. Therefore, Descar-
tes's frequent affirmations of the ability of the thinking thing quea soul
1o continue 1o exist even without the human body, almost cértainly
meant for the cxclusive benefit of the Church that they were, could not
possibly have been taken seriously by anyone and perhaps were not
taken seriously by himsell cither. Little wonder that he has ofien beoen
and with some justification accused of hypocrisy, spinclessness and
even guile.™

Descartes defines the thinking thing as “a thing that doubis,
understands, affirms, denics, is willing, is unwilling, and also imagines
and has sensory percepiions” (CSM-I1: 19). Bul having paired off
“affirms"” with “denics” and “willing” with “anwilling”, he does not
join “misunderstands™ with “understands™ and “misperceptions”
with “perception™ as parts of his definition of “the thinking thing™.
Thiz seems a bit odd. For while referring 0 i1 again in the Third
Meditation, he includes the following phrase also: “undersiands a few
things, is ignorant ol others™; and in the French version, “loves, hates”
(CSM-11: 24). Besides, he is deeply concerned with “some malicious
demon of the uitmost power and cunning™ having employed “alf his
energies in ovder io decefve” him (CSM-11: 15, Emphasis mine). So, it is
only natoral that “misunderstands” ought 1o have been an intégral
part of his definition of the thinking thing. For, If the demon 0 chose,
he could rendér the thinking thing 1o be entirely dysfunctional; and
Descartes would be completely helpless and hapless before him. And,
incidentally, the kind of predicament we are facing tnday {5 evidence
enough of the thinking thing having in fact become dysfunciional -
and in a big way, (oo, But it seems never 1o have occarred 10 Descartes
thatwhen brought into the real world, the thinking thing cowld become
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an utterly thoughtfess thing understood as an embodiment of sheer
mindlessness. This transformation or pather degencration alone could
cxplamn the Kind of fell penls we a3 & e ane now faoing.

To be sure, it is only now thal Home sapiens is being recopnized,
though not penerally, to have become Howe insipiens, But still,
mindlessness is nol @ twentieth-century innoviation, Even so, Descar-
tes managed 0 recognize only inreffecrion 10 be an exclusive and
defining human fculty and failed aliogether 1o remembser tha meisin-
tellection w0 is entirely peceliar to man. And there simply is no way
in which the two may be made to belong wgethor. For, the kind of the
thinking thing belonging 1o, say, a Mahatma Gandhi cannot have
anything whatsoover in commonwith the kind of the thoughtless thing
belonging 1o his assassin. The one is an exclusive anthropic virtog; the
other is an entirely misathropic vice. There cannot possibly be any
justification for emphasizing the one and eliding the other -- in par-
ticular. because the ascendancy of the misanthropic vice over the
anthropicviriue promiscs now to destroy us as aspecies. 1 follows that
only an inveteraie reductionist and incorrigible over-simplificr could
completely ignore the incompatibility between the two and push them
both under the carpet called res cogitans. This seems kardly acceprable.
For, surely, there must be seme erucial and unignorable difference
betwoen the circumstances shaping the thinking thing belonging to,
say, the Buddha and that 1o Genghis Khan; the ong 1o Antomneo
Gramsci and the other 10 Benito Mussilini; and the one 1o Noim
Chomsky and the other 1o Edward Teller. The thinking thing per se is
something completely neutral in the sense inwhich, say, a picceof iron
is neutrnl and as such can be used for making cither swords or
plowshares. Therefore, a philosophy which starts and stavs with a
nevtral and bologleally créated ability o think and refuses (o pay any
attention whatsoever 1o such socio-historical and educational factors
as may produce sapes on the one hand and scoundrels on the other
manages only (0 continue 10 stare in the wrong direction. It follows
that it must continue to generate no end not o mingtion and clarili-
cation but ohscuration and confusion, Also, denied all human contact
and thus lelt entirely 1o itself and unmuriured, the thinking thing would
sink to the lowest levels of animality. In sum, one cannot think of a
more egregious and unphilosophical (which liverilly means foolish)
instance of reduction than Descartes’s res cogifans.
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Descaries’s response 1o this could well be that “reason & o
universal instrument which can be used in all Kinds of siisarions™
(CEM-1: 140) But, what this ignores aliogether is the obvious and
inheérent vulnerability of human reason (o severe distortion -- distor-
tion which in our time holds the macabre promise of the complete
extinction of our race but which in Descartes™s own ime, 100, was nol
entirely devoid of virulence. The most cgregious, indeed oulrageous,
manifestation of Concentrated Unreason, and by which moreover, he
himsell remained daunted throughonr his career was the Inquisiton. It
had been established for the detection and punishment of keretics and
death at the stake was one of the penalties it could award, But aif that
he could do, in order perhaps not o have 1o do anvthing about the
conlemporary reign of Unreason, was to describe reason itselfl as a
“universal instrument™ that could be used “in all kinds of situations™
-- that involving the torture of heretics being one of them. | am not
chiding him for lacking the courage of 2 Bruno — not many would have
iL. In any case, e had chosen to live in Holland where he just didn't
need that kind of courage.

Human reason may well be based on what Noam Chomsky calis
“freedom from instinct and from-stimules control”™ and it may cer-
tainly provide for “unbounded diversity of free thought and action™.
But still we cannot afford 1o ignore the potential illimitability of the
virulence of unreazon. In other words, we would do well 1o o beyond
the conceplion of reason as 4 unique, species-spedilfic labuliy and cos
on the fundamental entodogical question which John Milton posed by
defining man as “Suflicient to have stood, though free 1o fall” (Para-
dise Lost, Bk 111, 99). This demands a sharp distinction betwesn reason
and vareazon and o dismissal of the very wea of res cogrians 45 a
pathetically wechnicist and reductionist contraption.

But anivther instance of reduction which may nol be pore egre-
gious and unphilosophical than rex cogitans bul is at least equally 50 s
what Descaries imagines o be rer evtevisa or the extended thing or
matieras fe designates it Matier has many propertics such as imevers-
ible entropic dissipation and unceasing interactions of prepoient
significance among different life-forms which inform the earth as a
living and life-supporting planet, Three-dimensionality or what Des-
cartes calls extension (in space) is only one of these properties; and
oven Et'indlup-msahle,phihmphhuy at least it is novd the most signifi-



Culture, Education and Democracy 39

cant one. True, physics came to formalize the Second Law of Thermo-
dynamics or what is also known a5 the Entropy Law no less than
around wo hundred years after Descartes™s death and il s onlky mow
that Nicholas Georgesou-Roegen has extended it to cover matier alsa.
But ut least a1 the intuitive level, people must alwirys have béen aware
of the dissipation of matter -- such as soil erosion -- aking place
around them o0 as (o make conservation an integral part of their
survival kit, Tt follows that o abstract from the vira! gualities of both
amimate and inanimate matter and 1o define all maner indiscrimi-
nately in terms of mere exrension is o indulge inan act of resounding
reduction or of over-over-oversimplification which can do anvthing
but enhonce our understanding of the world we live in. More likely, it
would enhance our misunderstanding of it

Two of the most crucial categories of Cartesian, fd exr, modern
philosophy -- rex cogitans and res extensa - are thus found to be nothig
but ilfegitimate concoctions. It follows that the body/mind dichotomy
with which philosophy has béen struggling particularby since [éescir-
125 is a psewdo problem par pnexcellence - if one be permitted 1o -coin
an Orwellian expression. Indeed, so obvious is the sheer pointicssness
ofit that one fails to see how untold millions of words, if not sentences,
and countless tons of paper could ever have becn wasted on it, Burat
least now, itcan be seen to have lostall meaning it might ever have had.
I have an alternative dischotomy 0 propose, 100, and one which is
particularly important from the point of view of our survivil s & race.
But that | will do in connection with a critique of what passes for
education, For T shouald first like 1o see how iTat all Canesian reduc-
tiznism has brought about & dangerous distortion of culture: a pursuit
entirely exclusive (o man,

[11]
Culiares

As already noted, anthropologists are alf agreed that man i a
cultural animal. For, among all the animal species which are found on
the carth, man alone has the need and the ability 1o do culiure, But this
agreementamonganthropologists on the definition of man in lermsof
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coliure looks 1w be somewhat of a curiosity sim ply because they dono
and are never likely (o agree on a definition of culture itself. Given the
hundreds of such definitions which were put wogether in the 1952
publication referred to earlier and given also the likelihood thit many
more would have been produced since then, there is little possibility of
a comsensus among anthropologists over the meaning of what they call
culture. And, then, people other than the anthropologisis also use this
term. Only naturally, then, the late Raymond Williams, for one,
thought it tobe *one of the two or three most complicated words in the
English languapge”, Itisa word, moreover, which he said is made 1o
stand for “fundamentally opposed as well as effectively overlapping
positions.” Understandably, therefore, “many unresolved questions
and confused answers™ continue (o bedevil us.®

The point of it all = that culture 5 an extremely and inherenily
elusive concept so that we would do well to exercise the necessary ciire
while using it. There is no clear-cut semantic boundary surrounding it
with the result that it can mean different things w different people as
also different things in different contexts, Same of these meanings, as
already sugpested, may even be radicaily and therefore irreconcilably
apposed to each other; and yet they all fall under the umbrelln of
“culture”; It follows, therefore, that “caliure” could well be a more
telling cre-mphhcali::un than many, many other words of Nicholas
GE;JrgEs:;.u-Rtwgcns class of “dialectical concepis™, Most of our
thoughts, he reminds us, are concerned with forms and qualitics which
happen to be dialectical in nature so that “each concept and its
opposite overlap over a contourless penumbra of varying breadth™.®
But unfortunately, Professor Georgescu-Roegen does not pay sufli-
cient atiention 1oa major hazard involved here. It lics in the enormous
ability of the power elite and their idealogues 10 continue lenden-
linusly (0 misuse avanety of dialectical concepis like “development”,
“security”, “education”, “democracy” et cetera. One such which was
sought 10 be turned into a big vole-getter in India some lime age is
“entering the (wenty-first century™. But it proved 1o be a damp squib,
Dialectical concepts, productive as they may well be of self-deception,
are thus an occupational hazard for the rulers, 1wo. In fact, the
consciousness of those in power must perforce be false consciousness:
it {8 the consciousness of power but never of the limitations of . A
particularly revolting but by no means the only case in point is the laie
Romanian dictator, Nicolae Ceausescu. He used 1o have himself
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described as the Danube of Thought, the Genivs of the Carpathians,
the Greal Philosopher, the Conducator, pechaps the Romanfan lor
“conductor”, and 50 on; and his one aim was W iy 0 convinee the
Romanians 1o the effect that they were about toenter the Golden Age.
But, a5 we know, 1o little avail, which only shows that plain terror is a
fiar bess effective way of selling illusions than hidden persussion, But
illusions are illusions no matér how sold and can only be intended 1o
mystily, 1o confuse, and thus 1o de-cducare those who are made 1o buy
them. Still, the Romanian ecxample also shows that the wse of diglec-
tical concepls, no mutler how tendentious, may still be prevented from
doing unending harm but only if peaple choose not 10 be lken in.

But unmindful or perhaps even unoware of their inherent limita-
tions, even seasoned academics, and particularly those in the social
sciences, continue toassign 1o their terms a kind of semantic precision
they do not and cannot have, In other words, they continue (o treat, o
borrow another term from Georgescu-Roegen, as “arithmomorphic”
whiat in fact are dialectical concepts. He has coined this term Lo signify
concepts which are as “discretely distinct™ a8 o single (arithmetical)
number in relation 1o the infinity of all the rest® An arithmomorphic
concepl does nol sulfer from any built-in ambiguity and cannot but
stand by iself. Therefore, no two of these can ever overlap. For
instance, “three” and “four”™ are discrerely distingt from cach other in
the sense that they have between them an unmistakable semantic
distance, a perceivable gap, and at the same time, each of them is also
distinct from the rest of the numbers.

Positivism, or the ideology of value-Irec science, has long sought
tosell the idea that science proper can be doneonly inarithmomaorphic
terms. This position, according 10 Georgescu-Roepen, recalls that of
the Catholic Chruch: holy thought can be expressed only in Latin®
The cultivated aversion 10 dialectical and holistic thinking that this
implies has produced a “kind of muddle that now plagues large sectors
of social sciences: arithmomania®™. Little wonder, then, that a comphex
process like, say, etonomic development has been reduced to o mere
number: the income per cipita.®

“Arithmomania” which is inended by Georgescu-Rocgen 1o
signify a total uneoncern with qualities and which 10 me specilically
signifies a rejection of the hoelistic world-view cannot but manifest
itsell as reductionism in one form or other. As such, it does not 1€t us



42 Democracy oand Educarion i Tndia

see the dircerion in which we are moving and may actually produce an
unending varsety of red herrings, Consider, for instance, Leslic White's
definition of culture as an “extrasomatic, temporal continuum of
things and events dependent upon symbolling™.® The intended, bat
only the intended, concern of this as of other definitions of culiure is
with ectis famani OF with whal man does. But since, as far as | know,
noschool ol standard culturology takes a comprehensive enough view
of aff that man speciffcally does and why, we get to know nothing at all
aboul acms hominis or what happens 10 man® Yer, since a great deal
of whal is happening 1o man today is a direct result of what he has been
and is doing, we can afford w ignore it no more. In other words, the
mere possibility of an earthwide ecological breakdown or of a nuciear
holocaust of a kind that can destroy us s a species obliges us 1o make
doris frovviinis the paramount concern of our time. Indeed, this shiftof
focus alone can help us cognize the direction in which we are moving.
For obvioos reasons, preciscly such a cognition ought 1o become oor
primary quest these diys, For else we cannot expect ever 1o be able lo
dispel the kind of haznrds we are now facing. 1. fct, given the sheer
gravity of the situation, there can be nothing more intelectually
pertinent and ennobling for us 10 do than w iy 10 indtiate what
Einstein once called the chain reaction of awareness. That would
certainly be the necessary condition of survival and might become the
sufficient condition, too,

But thestandard position which the academic social sciences take
in order i emphasize the distinction between man and other animals
is of no hetp. Here, for instance, is an eloquent summary of this
position given by Clifford Geeriz: ‘Man is the ioolmaking, the talking,
the symbolizing animal. Only he laughs; only he knows that wewill dig;
only he disdains to mate with his mother and sister; only he contrives
those visions of other worlds o live in which Santayvana called relig-
ions, or bakes those mudpies of the mind which Cyril Conally called
art. He has, the argument continues, not just mentality but conscious-
ness, nod just needs but values, nol just fears but conscience, not just
a past bul a history. Only he, it concludes in grand summation, has
culture’.™

Geertz does not lel us see that he or the social scientisis whose
views he has summarized, are at all interested in what happens to man
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a5 8 resolt of whar e does, Mor does be tell us anyihing whatsoover
aboul the direction inwhich mankind is moving. Bul supposé that he
had writien something like the following?

“Man is the only nuke-making, foresi-destroving, résource de-
pleting animal. He alone can fabricate, say, the gas ovens of Auschwitz
and organize the anti-bikh carnage of Delhi; he alone can create
arsenals and destroy jobs; he alone i so irmational as 1o spend arownd
3 3billion a day on weapons ond during the same day 1o ket over 82,000
of his kind dicof hunger and malnutrition. Healone has superimposed
on the natural order of living and dying what Robert Lifton calls an
unnatural order of death-dominated life. He alone destrovs culture™,
Having written this, Geertz would have surely been obliged 1o speak
nod abool the slow ransition fo humanity but about phe mad el away
frowm i,

Be than as it may, | am here concerned with culture understood as
something which men alone can do and other animals cannot. Inother
words, | am not concerned with making cross-cultural comparisons
nor with evaluating one culture in erms of another. Rather, 1 am
concerned with culiure as & pan-human process which gives man his
humanity and the distortions of which must make him less than human
and may even make him a monster, Thus undersiond, culiure can be
seen 1o have three constitutive elements: cognitive, conative and
normative. The cognitive refers to the way peophe percéive reality; so
it embodies their world-views. The conative refers to all the arnelacts
they fabricate, the art and literature they create, the institlulions they
form. The normative refers 1o the criteria in terms of which they
evaluaie and assess all that they manage o do, Evidently, this 5 a
highty schematized classification. But still the three clements are in
fact very closely related. Thus, for instance, when a Joseph Rothlat
decides 1o withdraw [rom the Manhattan District Project once it
becomes known that the Germans are nowhere near making the stom
bomb and may not have even begun making it, he is making his
cognition of the nuclear hazards vield a critérion in terms of which he
decides that the atom bomb ought not 1o be produced at all. For after
all it was the fear of the German bomb in response 1o which the
Manhatian project was launched in the first instance. Likewise, in
affirming that whoever could make two ears of corn or two blades of
frass (o grow upon a spot of ground where only one grew hefore, would
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deserve better of mankind, and do more essential service 1o his couniry
than the whole race of politicians put together, Jonathan Swilt is
making his cognition of and concern with mass povernty yvield a crite-
rion in lerms of which a better world might be designed.

Let us consider the act of conation first. For it is this which has
sustained us s a species eversinoe our pre-anceston became us - that
is, for around 30,000 o 40,000 years. This only means that by and large,
conation has s0 far played a positive role and helped us survive very
much in the face of a varicty of arteficis and institutions which from
the point of view of our own oniology wie ought betier 10 have done
without and which may still spell our doom. A large variety of wei pons
which have now become weapons systems and concentrations of vasi
amounts of power come easily 10 mind, Besides, the elementary
wherewithal designed to-help us cope with raw naiure seems (o have
heen developed fairly early in our tenancy of the earth and the
emphasis of lale has increasingly been on the barogque and the crsatz
and even the excecdingly bizarre and dangérous. There is a most Lelling
passage in Lewis Mumford which one cannot avoid reprodocing in full
here:

“Most of the equipment that makes for domestic comfort, the
hearth, the chest, the closet, the storercom, beds, chairs, moking
utensils, drinking vessels, blankets, woven clothes and hangings -- in
short, the whole furniture of domestic life - are neolithic or chal-
colithic inventions: mostly before 2000 B.C. If some wicked fairy were
towipe out this neolithic inheritance, leaving us only vacuum cleaners,
eleciric washing machines and dishwashers, electnie Wwasters, and an
aulomatic heating system, we should no longer be able to keep house:
indecd we should not eéven have a house 10 keep -- only anidentifiable
and uninviting space-units, now, alas! massively achieved in currem
bureawcratic housing projects from Paris and New York to Singapore
and Hong Kong™.®

Tobesure, this is a most picturesqoe way of hightighting thesheer
hollowness of what passes for progress. But ome ought also 10 remem-
ber that the relentless diversification and proliferation of such gadgeis
combined with frenzied sales promotion drives would necessarily
bring about an accelerated running down of the terrestrial resources
and a paralysis of the canth’s life-support systems. In other worlds,
there would be no planetary house 1o keep even without the wicked
fairy having taken anything awsy. Combined with the orgies of con-



Culnre, Education arnd Democracy 45

sumerism are the orgics of militarism. Owverall, there is a plobal and
[righiening ascendancy of the culture of violence and a concommitant
diminution of the reverence for life Indeed, violence now informs
even entertainment a ot more effectively perhaps than it did during
the days of the gladiauors; and with the help of the TV il has been
brought right into the living rooms where, thanks o the cleverly,
designed commercials sponsored by oy manufacturers, it cannot but
brutalize the human psyches from the very beginning, Besides, drug
mafias and tobacoo corporations very much in collusion with the
paliticians everywhere are promoting a veritable Drugarchy World-
Wide: 50 Our prospoects as iorace anc becoming exceedingly and increas-
ingly dim. But everywhere, the powers that be, conditioned and even
programmed not to think of or be concerned with the Ullimate Worst,
remain paralyced into a state of inactivity by a pathetically imprudent
short-term pragmatism -- by the tyranny of the here and the now.

In brief, conation has gone dangerously haywire but perhaps still
not completely, For in that case we would not even be talking of these
things, Therefore, what we need to do now is to make the normative
component of culture help us assess the conative in werms of the very
specific criterion of the survival of human civilization i the foce of the
existential threats that we are now fiving with. This criterion of survival
does not spring oo of a -politico-historical vacuum but soppesis psell
the moment we cognize the critical and in fact the defining dimensions
of the prevailing situation, We know the thing at stake when we know
that it i it stake, Huns Jonas has written,™ Likewise, we can at least
hope 1o find & way 10 escape out of & trap when we know that we are in
@ frip. But if we do not even know that we are in a trap, we can hardly
be expected w try 1o get out of it And it & this awireness of our raoe
being ciught in & trap of unprecedented complexity and virulence
which suggesis a definition of culiure entirely specific 1w our own
situation. This situstion, to my mind, is defined by the emergence and
consolidation of gigantic congelations of irresponsible Power; irme-
sponsible, for it must perforce produce delusions of grandeur and
then, and necessarily, individual and national paranoda. in the circum-
stances, the conative component of culture must include a relentless
political struggle and activism intended w delegitimize and attenoate
Power. For thus alone can it be made to play a positive role in the
alfairs of our race and dispel the threats 1o its existence which have
already become menacing bevond measure.
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Arthur Koestler once made the point that if he were asked (o name
the most important date in the history of the human race, he would
answer without hesitation, 6 August 1945, From the dawn of con-
sciousness until that day, he added, man had 1o live with the prospect
of his death as an individual, But “since the day when the first atomic
bomb outshone the sun over Hiroshima, he has had (o live with the
prospect of his extinction as a species’ as well, Thesixth of August also
happens 1o be the day each year when Christians celebrate the trans-
figuration of Jesus into pure redemplive light. In contrast, with the
Hiroshima bomb, transfigurative than it also was, began 4 permanent
encounter of the race with death immersion and paranoia around the
world.™ Indeed, each member of the huran race became a Ribekistig --
a term which the Japanese coined at the time o signify an explosion-
affected person. In other words, Home sapiens sulfered an instatanc-
ous degeneration into Homo hibakshicus, [t is only natural that the
Hiroshima Day should mark the beginning of a new calendar, Which
means that we are now living in the year 48 A H.™

Evidently, the situation now prevailing is completely unlike any
situation which might have prevailed in the centuries and years Before
Hiroshima, Evidently also, in this situation, no definition of culture
other than the one [ have proposed, could make any sense even il it
might have made some before. Besides, struggle for the atlenuation
and even delegitimization of Power would be o basic element ol
culture as lundersiand it. The conclusion is obvious: only that concept
of culture can be non-trivial and relevant now which seeks 1w put it
clearly and firmly in the context of our own wrmented times. Indeed,
any other concept would necessarily promote a dangerous diversion
from the tasks of profound urgency. In sum, culiure, 1o be {1self, must
perforce become an effective neutralizer of Power in addirion to being
what it has always been: mankinds mode of coping with nature.

But mainline anthropologists are not likely 1o sccept this view,
For they take culture only 10 be a unigue ability which helps mankind
to impose new structures on the world of nature which it has 1o, in
order to be able 10 live with it. From this, Zygmunt Bauman, for one,
draws the conclusion that human praxis, viewed in i1s most universal
and general features, consisis in turning chaos into order, or substitut-
ing one order for another - order being synonymous with the intelli-
gible and the meaningful. For, in the semiological perspective, he
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affirms, “meaning” means order and order alone,® The “celtural ™ and
the “semiological”, being both conterned with symbaolling. are but two
sides of the same coin, Caly, thanks to the relentless ascendancy of the
military-industrial chaos over the last many decades, the coin itsell has
been irredeemably devalued. Indeed, slightly to vary a famous phrase
of Lord Zuckerman's, the establishments of the two superpowers
made the men of their nuclear weapons laboratories create “a world
with an irrational foundation™. Such a world can be nothing bul an
embodiment of chaos iself even alter the collapse of one of the
superpowers and o imagine, as Bauman for instance does, that human
praxis is turning chaos into order or one kind of order into another is
1o absiract from the fundamental and indeed the defining fact of our
time, which, as already indicated, is that the continuity of human
history cannot be taken for granted any more. Tolal extinclion of
mankind is very much of a technical possibility now and it cannot
possibly be made 10 signify any kind of order whiatsoever. In any case,
1o assign human praxis with the power o create order and at the same
time 1o ignore the absoluiely unavoidable concomitancy of the ever-
acceleraling entropic disorder i 10 indulge in a most misleading kind
of reductionism. More 80, beciuse it [s the disorder manifesting itscil
in ccological erosion in ong form or other which s coming ever more
0 cust ominous shadows over the future of our race. Indeed, even if
one were 10 ignore altogether the ever-profiferating rampancics of
contemporary militarism, the built-in and perhaps intensifying energy
prodigatity of the civifian sector of a modern industrial econemy could
b seen 1o promise on its own a catastrophic collapse before long. The
United States provides a typical example. The chemicalization of
agriculiural production and the commercinliztion of food processing
are iogether & source of enormous thermodynamic losses, As a result,
by 1970, as many as ten kilocalories of inputs: were being used as
against [ive in 1945 - in production, processing, distribution, siorage
and cooking - 1o provide just owe kilocatorie worth of food on the
dinner tabie.” Yet, ignoring wastes of this kind, which must be truly
monumental and increasing, professional and even Nobelized econo-
misis such as Paul Samuclson, who consider wasie-climination 10 be
i part of thedefinition of a market economy, continue [oextol its power
to promote what they call efficiency. This in turn is defined as the
“absence of waste™ and & resource-utilization so effective that the
economy cannol produce more of one good without producing less of
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another®® They fail invariably 10 see that not & few of what they
presume 1o be goods are in fact environmental and even societal
ungoods and ought not (o be fubricated in the first instance.

This is not to sugpest that all human activity should cease, for it
cannot and need not, but rather tosubmit that itshould getand rentain
confined 10 the limits prescribed by the Emropy Law, which secks
simply 10 emphasize the relentless dissipation and loss of available
energy. As already noted, Georgescu-Roegen is now plesding for a
law-like formeal recognition of the entropic dissipation of matter as
well. Barry Commaoner considers this law 10 be our most fundamental
insight into the wiy nature works and Albert Einstein alfirmed once
that it would never be superseded. Therefore, no civilization which
continues W reficse 10 pay much heed 1o the constrainis imposed by this
law can last very long. In other words, should the imperatives of
entropy continue i be violaied as they have long been by the mulitary-
industrialism of our time, Raymond Willinms's conception of colture
as a “process of human perfecion™ will continue (o become ever more
indefensible, Indeed, cven the retatively modest conception of culture
as a “process of human evodution™ which he equates with a “process of
peneral growth of man as a kind™® collapses the moment we try o
match it with the world of reality. For what we are experiencing now
is not evolution which means “opening out and expansion™. Rather,
what we have (o contend with is fnvalietion which means “curling
inwards or contraction”, Such involution manifests itsell most obvi-
ously in a relentless running down of the earth’s reserves of non-
rencwiable and therefore finile resources. But concomitant with this
intensifying and also unsustainable consumption of the terreserial
capital is the other manifestation which is called pollution and which
is bul n continuing destricrion of the renewabiline of such resources s
have all the time been renewing themselves,

In the light of all this, we would do well 10 make as sharp a
distinction as possible between (a) all that helps us cope with the world
around and 0 ensure our future as a race and (b) all that makes us
curtail our future as a race. | assign the erm “culture™ 1o fa) and
*counter-culiure™ 1o b j,

As already Indicated, culture is a set of concepts, artefacts and
institutions which, neither fownd in nature nor genetically rransmiited
from generalion o generation, help us make models of and cope with
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the world we live in. Depredations of concentrating Power which of
kate have greatly distoried and disfigered reality and which have still o
be taken adequate note of by mainline scholarship impel us to include
Dissidence and Non-conformity in adefamion of culiure. Evidently, in
the very face of all the supersititions like beliefs in magic and misper-
ceptions like the geocentric theory which have flourished in the past,
culture furs helped us basically 10 preserve the external environment
over most of the human time on earth and 10 preserve ourselves @s a
specics, too. Else, we simply would have vanished long ago even if, in
the first instance, we would somehow have mansged 10 be born. It
follows, therefore, that it would be impossible to imagine ourschves
without culture; indeed, it is something entirely exclusive 1o us, too.
Dilferently put, only culture produces human beings and only human
beings produce culture, To be sure, birds also make nests and bees
make hives. But they are driven by instincts so that making nests and
hives does not make them “better” birds or hees or even “worse”™. The
tiger, as Jose Oriepa y Gassel hassaid, does not “de-ligerize™ itself. But
given our unigue gift of foresight, culture is a very conscious pursail,
nd remaing stamped as “exclusively human™, (o borrow a phrase from
Karl Marx who, in a very famous passage has the following to say: “A
spider conducts operations that resemble those of @ weaver, and a bee
puts to shame many an architect in the construction of her cells. Bu
what disiinguizhes the worst architect from the best of bees 15 this, thai
the architeot raises his structure in imagination before he erects it in
reality™* It s fiis which makes vs human ithough the excesses of
irresponsible coonomic and political Power can destroy our humanity
and make us, a8 Marx pat it, “unmen”.

Bul one ought aiso 10 take care 1o emphasize that we alone need
and fabricate shelter against the elements; we alone need and make
ulensils w cook food in; we alone need and have devised elaborate
arrangemenis for our governance; we alone can think of such things as,
say, freedom, survival and poetic justice. Indeed, it is the components
of culture like these which give to us our humanity and enable us 1o
manage the raw environment. [n sum, culiure is a uniquely human and
alsoa humanizing pursult which signifies our propensity and power 1o
create a distinct sphere of human activity but still entirely within the
biosphere. Borrowing a term which Pierre Teilhard de Chardin coined,
ome may call it the noosphere or the sphere of the mind -- “noos"” being
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the Greck for mind.

Nevertheless, it scems necessary 1o submit that the meaning |
assign o this term is rather different from the one Teilthard de Chardin
does, As far as he is concerned, this “sphere of refllection, of conscious
invention, & felt union of souls™: this “irresistible tide of Gelds and
factories, this immense and growing edifice of matter and idess"; this
“membrane in the majestic assembly of welluric lavers™: this “thinking
layer™ remains very much “outside and above the biosphere™.* But
this conceprion of the noosphere as the “felt union of souls™ can mean
ot thing in a world characterized by the exploitation of the many by
the few and one which is also perpetually riven by extreme dissensions.
Besides, the “growing edifice of matier™ must comsieee & great deal of
the terrestrind capital. More serious, the noosphere must necessarily
continue 10 draw upon the resources of the biosphere into which,
moreover, it must domp all the togicity it produces, Therefore, as far
as { am concerned, even the question of the noosphere in any way
remaining “outside and above the bivsphere™ docs not arise. Rather,
it must perforce remain for ever confained within the biosphere.
Besides, it is (o the growing incom patibitity between the two that most
of urwoes of today are due. [n otherwords, the sphereof the mind has
very largely become the sphere of sheer mindlessness, This also merits
a name. The one | should like 1o give it is “anoosphere™; and it s
patterned on such words as “a-1om”, “a-theist”, “a-rnosiic™ and so on.
[ am nol just interested in coining 8 new term but in focusing on the
sheerascendancy of mindlessness inour own time -- @ And of mindless-
ness, loo, which may even spell our annihilation as a species. Since the
noosphere is now known 10 be choked with sub-processes which far
from helping us cope with the raw énvironment actually expose us to
such unprecedented threats as those of an inexorable ecological
paralvsis and a more or less sudden nuclear holocawst, il seems
necessary 10 think of the “anoosphere™ as well.

This means thal we ought now 10 et concerned with counter-
culture. Incidentally, Theodore Roszak who, to my mind, was the first
o use this term, intended it to be significant of all forms of dissent
against and deviation from the dominant mores of an advanced
industrial society like the United States. But my use of the term has
nothing in common with Roszaks. For, | wish 1o make “counter-
culture” stand for such misanthropic obsessions of our time as prom-
is¢ 1o render the biosphere unfit for human habitation and thus w
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destroy the noosphere, too, Insum, while “culture™ significs precepts
and processes of unexceedable existential value, “countér-culture”
signifies the immanence of all the fell perils that we as a specics are now
known 1o face.

Ironically, culture to which we trace our wisdom and on account
of which we designate ourselves as Homo sapiens itsell does not have
any built-in defences against unwisdom 50 glaring that we or al least
our “decision-makers’ may already hive become Homo insipiens.
Indeed, there is nothing in the nature of culture, however understood,
which would prevent its inversion into counter-Culture or necessarily
ensure its compatibility with the terrestrial ecosystem. But since it is
on the essential integrity of this system that our very existence can be
presumed (o depend, and since the arefacts we produce and the
institutions we create may or may not be compatible with the hasic
conditions of i1 integrity, we can easily manage, as a specics, (o petinto
exceedingly serious trouble, There is a great deal of evidenoe already
available 1o the effect that we have gol ourselves into precisely that
kind of trouble.

I may be dubbed anobscurantist. But [cannot helpsubmitting that
the predicament we are in cin be traced dircctly to the kind of
knowledpe which the military-indostrialism of our time has managed
to generate. [ is true that just any aumber of examples could be cited
to establish a very long tradition of even the most eminent scientists
working for the military. In fact, Isaac Newton himself was commis-
sioncd by the British War Office to do work which would improve the
socuracy of guns; and his Liws of Motion were an incidental product
of that work, However, it ought (o be obvious ai least now that 1o
penerate knowledge through work for the military is not the most
economical or even the safest way of doing things. For what we get in
the process can only be what Bertrand Russell would have called
“knowled ge without wisdom™ and Robert Redfield, “darkened light™.
In fisllovws that if culturology is 1 be of any relevance 1oday, it can do
little better than 1o examine the process of knowledge generation and
indeed (o undertake an analysis of all that passes for education, It is
only in doing so that itcan hope 10 explain how we got into the kind of
trap we find ourselves in and also to show how, if 3 all, we may cxpect
to escape oot of it.
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v
Hducation

Indeed, education, however understood, cannot but beanintegral
and important sub-process of culture. Therefore, it {8 only in the
context of an analysis of culture that we can expect 1o comprehend the
essential nature and significance of education. To begin with, educa-
tion is nor and cannot be an arithmomorphic concep just as culture is
not and cannot be one. Therefore, we must try 10 be as specific as
possible about whait we mean by it “Education™ is derived from the
Latin word educare the primary meaning of which, Fowler tells us, is
o bring up, 10 educiate. In other words and broadly understood,
education isa process through which every socicty secks o perpeluate
itself by making its young internalize its values and mores. Formal
schooling is only a minor component of the miin undertaking but one
which in terms of the human time on carth s an extremely recent
innovation and one which is now turning out 10 be extremely expen-
sive, as well. According 1o Ivan THich, the first men who arrogated the
educational functions 10 themselves were the early bishops who led
their flocks to the alma wbera (milk-brimming breasis) of Mother
Church from which they were never 1o be weaned. “This is why they,
like their secular successors call the fithful afurond -- which means
sucklings or suckers, and nothing clse™. We have more than a hint
here as 10 why formal schooling at higher levels in any case i3 essen-
Lially a remorseless parasite which cannot but devitalize and perhaps
ultimately kill the *host™ it feasts on, i.e., the society in guestion and
even the race as awhole, Little wonder that it has already provided the
brain-power for the creation of the material means of complete
annihilation. In other words, formal schooling has helped create the
means with the help of which the powers that be have acguired the
power 10 disrupt human civilization and indecd 1o destroy {1t al-
gether, In fact, s early as 1940, when the possibility of total annihila-
tion of our race had not yet occurred 1o anyone, Bertolt Brecht was

saying;
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Ot of the libraries come the killers.

Mothers stand despondently waiting.

Hugging their children and searching the skies.
Looking for the latest inventions of the professors.

The point of it all is that if education is a provess throngh which,
s indicated above, every society secks 1o perpetuate itself, then formal
schooling is asub-process within education which has come 1o provide
human society with the macabre promise of {t8 own disruption and
destruction. Therefore, formal schooling has at least turned out to be
the catalyst which facilitates the conversion of education inlo counier-
education and indeed of culture into counter-culture. [Fwell over half
amillion highty trained scientists and eéngineers happen o be engaged
in military R & D worldwide and if the global bill for it happens 1o be
atleast 80 billion LS doltars per year, they can only be making our race
to get ready lor extinction. Already, the recently developed “conven-
tional”™ weapons “promise 2uffering and siaughter on a scile never
before known to civilization"™.® That is why | should like to designate
mifitary B & D oy Roguery and Devilment and avaid the most mislemd-
ing cuphemism which is commonly used. Let me sabmil in support
that when the construction of the hydrogen bomb, lso known as the
Hell Bomb, was being considered, P.M.S. Blackett, citing Ludovico
Arinato’s Renalssance classic Ovlando Furfose, described it asa “curs’d
device™ and a “base implement of death™ which would be designed by
Beelzebub's malicious art and which could “ruin ufl the race of human
kind™.«

As fur as Tknow, not many have blamed education or rather formal
sthooling as such for the apocalyptic situation we happen to be in. But
the one who can be seen (0 have argued emphatically along the lines
comes (0 mind: Aldous Hudey. Indeed, soon after the end of the
Sccond World War, he chastised the dispensers of what would com-
manly be known as education in terms which ought to have obliged
them to re-cxamine the very assumptions of their craft. Bul what he
siid has been all bul forgoiien: “The benefactors of humanity deseme
due honour and commemoration. Let us build a Pantheon for profes-
sors. It should be located among the ruins of one of the guited cities of
Evrope or Japan, and over the entrance 1o the Ossuary | would
inscribe, in letters six or seven feet high, the simple words: SACRED
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TO THE MEMORY OF THE WORLD'S EDUCATORS. Sl
MONUMENTUM REQUIRIS, CIRCUMSPICE™.*

When | first saw it, the concluding phrase in Latin was all Greek
to me and could weil be 50 10 many others. Therefore, I should like to
add that thisis what it means: “ Ifyou seek (his) monument, look round
you™. Al the time Huxley wrote these words, the looking round would
have helped one see the following and a lot many other things as well:
In Germany, a firebombed Dresden which suflered as many as 135,000
dead during fifteen hours of saturated air raids; in the Soviel Union of
that time, a staggering “body count” of twenty million dead; and in
Japan, the charred remains of Hiroshima and Nagasaki cach of which
ook a moment 1o di¢ and has got branded on the human psyche ever
since. Similarty, the lnoking round mos would help us see things which
are grimmer than ever before. They would, above all include a world
whichcannot even take its cxistence for granted any more and may wel]
b merely waiting (o be blown to pieces.

This is a world, moreover, which spends around a thousand billion
dollars a year on preparing isell 10 be blown (o pieces and during the
same period lets about thirty million people dieof starvation and other
poverty-related discases, This gives a tally of over 82,000 people a day.
Already, therefore, our world is experiencing one Hiroshima every
day. What is taking place more or less unnoticed and unbothered
about by a vast majority of the highly educated is, 10 borrow & term
from Johan Galtung, the Silent Holocaust of our time, It does not just
consome but continues 1o consume pecple no end. Unlike the Hiro-
shima holocaust of 1945 which lasted a mere moment or unlike even
the Nazi holocaost of the Jews which exhausted itself in a relatively
limited number of years, the Silent Holocaust promises 1o go on and
on 50 that the world may be able to make enough resources available
for the Final Bang, which, incidentally, it became able to trigger quite
some time ago. But the powers that be seem determined to acquire
ever more of what is called the “Overkill”, However, and as Lord
Zuckerman puats it this is a world which with all s perils has been
created by rhe scleniisng

To be sure, the scientists were doing their masters' bidding; for
they could not have done what they have done without the resources
which the latter alore could have made available. Even so, having
consented to do something which they very well knew could only bring
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disaster in its wake, they must necessarily share a major part of the
responsibility for the kind of situation we happen 10 be in.

But it means something more and at least in the présent conlext,
one would dowell to emphasize it The scicntists’ continued refusal 1o
refuse 1o take part in the plans for the annihilation of our race signifies,
more than anything else, a catastrophic failure of education perse. For,
education, properly imbibed, would have helped them rise o higher
levels of perception and thus also of calture and would, as a result, have
made them wary of playing with fire. In other worlds, authentic
education must perforce have prevented their desensitization 1o vio-
lence and thus have promoted peace in the world. Cherishing some
such hope perhaps, Edward Gibbon made the point around two
hundred vears ago that Europe would never have a barbarian con-
queror again. His logic was simple. What would 10 him be “modern™
war required knowledge of a large number of arts and sciences. In
order 1o excel in war, therefore, the barbarian would have to acquire
this knowlcdge and in the very process he could not but cease o he
barbarouws or in other words he would necessarily become averse 1o
fighting wars.

As Gibbon saw i, then, the only antidote (o barbarism that
mankind had and could have was education, which means that the
inexorable ascendancy of barbarism would signify to him as it shouold
to us the concomitant paralysis of nothing else than education itself.
MNow, 10 be sure, Europe never again suffered the kind of barbarian
conguest which Gibbon was worried aboul. Nevertheless, barbarism
as such continued 1o Mourish in Europe and in other parts of the world
[ncluding those colonizeéd by the Europeans. In support, one may refer
i the intensifving violence and virulence of the wars of the nineteenth
and the twentieth centuries, Therefore, and remembering also the
possible termination of human history that we have now oome o live
with, we have no option but to reject Gibbon's famous “pleasing
conclusion™ that “every age of the world has incressed amd still
increases the real wealth, the happiness, the knowledge and perhaps
the virtue of the human race”.

Education, 10 my mind, can be and ought to be understood as the
only way that the successive penerations of mankind bring up the ones
following soas to ensure its perpetuation and propagation. Therefore,
if such perpetuation cannot be taken for granted any longer @nd if
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instead the threat of oial extinciion of the race has emcrged as &
distinct technical possibility, then something must be presumed 10
have gone wrong with education to the point of absolute dysfuncticon-
ality, Inother words, education may well have sulfered a fault ol no less
than geological dimensions, 11 follows that the praxis of education can
do liutle bener wday than 10 identify and focus on this [Eult and 10
rectify it, too. Thus alone can education be made (0 do what it ought
to have been doing all the time. Indeed, this may well be the only way
we can hope (o be able o plan for the restoration of human history.
In order to be able to move in this direction, and gheen in particular
the kind of world we are now living in, we would do well 1o emphasize a
distinction or a division nor between the Cartesian res cogitans and res
exfensa bul between what might be called the shoughtfid thing and the
thoughiless thing, The corresponding Latin terms, [am told, would be
rey ciraes and res inciraas. | should like 10 define them as follows:
The thoughtful thing or res curans is the thing which cares; the
thing which heals; the thing which is concerned; the thing which is
aware of and is sensitized 10 the woes of the world today; the thing
which is committed; the thing which is anxious and s0 on. In contrast,
the thoughtless thing or res incurans is the thing which refuses to care;
the thing which is either unaware of the woes of the world today or is
in any case utierly desensitized 1o them: the thing which vitiates; the
thing which is unconcerned; the thing which is indifferent; the thing
which is complacent and so on. The dualism [ am proposing is not an
abstract philosophical fantasy but something sugpested by the very
terminality of our situation {self and something which alone can help
us dispel the crisis we are facing. Res curans of my conception, unlike
res cogitans Of Descartes’s, does not just involve the mere ability (o
think but the exact nature of the thoughts it comes 1o think. Being
sensitized to the sheer gravity of our predicament today, it is pro-
foundly concerned with all the inequities engendered by the existing
eongelations of irresponsible Power. Therefore, and only naturally,
does it seek 1o keep the spotlight on the legitimation crisis which the
pyramids of power have long been confronted with and which the
ideologues of power lake every care 1o elide. Besides, utterly unlike
Descartes's res cogitans which may well become in a multitnde of
specific cases an obvious embodiment of sheer mindlessness, res
curans, a8 | conceive it, is intended to be and remains the only antidote
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tores incurans or the thoughtless thing. And, finally, unlikeres cogirarns
again, rex curany cannot possibly signify a self-contsined Cogito bul is
the product instead of awell thought-oot and carefully executed social
éved inirpspective activity called educaition,

In contrast, res frcurany, being cither ignorant of or unconcerned
with the existential perils produced by paranoid power today, neces-
sarily and relentlessly remains obsessed with issues which are trivial
and even spurious in the extreme in preference o those which happen
to be vilal and fundamental. Also, giveén the kind of technical means
which are now available and given their éxtreme potential for evil, res
imcurany can and indeed already fay become exccedingly virulent 1o
the point that it may spell nothing less than the total extinction of our
race. Therefore, no one who imagines himself 10 be practising educa-
tion can possibly continue to cultivate the thoughtless or the desensi-
ttzed thing.

Imvolved here are not just two levels but twa Aindy of conscious-
ness: naive and critical. These terms are Paulo Freire's!, but in using
them here Thave taken some liberty, Naive, uncritical or reductionist
consciousness, in my usage, signifies in effect a stale of somnolence so
heavy that one suffering from ftcannot perceive the misdoings of the
status quo. Rather, one who is only naively conscious cannol but get
co-opted into the prevailing order to the point of aking its legitimacy
for granted, University degrees and even positions of academic impor-
tance provide no protection against the malady and may actuaily help
accentuate it. For, they increase one's stake in the continuation of
things as they are. Indeed, if the universities everywhere hnd takencare
to dispel naive consciousness and 10 make the cultivation of sell-
consciously holistic criticality their primary profession, we would not
be facing the threat either of the coming ecodoom or of a global
holocaust, Be that as it may, naive consciousness can only increase our
vulnerability 1o and defenceless against the hazards of contemporary
military-industrialism. In particular, because for the production of
maive consciousness, the ruling circles everywhere have available &
truly vast and expanding “armamentarium” of newspapers, glossy
magazines, TV, radioand soon. Little wonder that such cONSCiOUSHess
must become “falser and falser” and what passes for pducation degen-
erate into a mere exercise in the assidoous cultivation and promotion
of conformity. But, given the sheer ultimacy of the existential crisis we
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are now facing, such conformity is not just a case of the underlying
populations coming 1o introject or subtonsciousty 10 incorporate or
imbibe the ideas and values of the ruling minorities as, for exampie,
they do in the Freirean situstion. Rather, it i a case of the ruling
minorities also, no less than the rest, getting immersed in a situation
which promises nothing but the extinction of our race. Masses of
people so immersed can only fall 1o the level of what is sometimes
called “the vegetative soul” or “life not aware of itself”. This alone
could explain why Death Immersion has become a menace of global
dimensions,

In contrast, eritical consciousness signifies a state of awareness so
acute that one never can fail to perceive the counter-cxistential
pursuits and propensities of the managers of the status quo. For this
to become possible, Doubt has 10 be installed as a fundamental
methodological principle, But here, it seems necessary (o submil Lhat
Doubt as [ take it, has nothing to do with the Canesian Doubi, which
as we have seen, is noting but a metaphysical point of depariure, But
since, in werms of strict logic, it does not  happen 10 be imefitable, it
cannot possibly serve as a legitimate point from where (o begin
expounding one'’s position. For an argument rooted in a premise of
doubtful validity must perforce be irredeemably spurious in nature.

This epistemological position may be summed up like this: li is in
order 1o avoid infinite regress that one puss take some position for
granted without having 1o justify it in any wiy. Bot it must not be a
positich which someone else can prove o be wrong, As far as | am
concerned, it ishuman survival and not Doubt which is taken a5 a point
of departure. Doubt comes in for purposes of examining the creden-
tials of the status quo which s perceived as a threat o survival, This
explains why the doubt of my conception s intended 10 be focused on
the bova fides of the prevailing system which 1 1ake 1o be in consiant
need of verilication, Therefore, while Descartes's Doubt necessarily
produces political conformity, my Doubt impels me towards non-
conformity. Besides, this scems 10 me to be the only way that one can
hope to scquire and develop the faculty of critical consclousness,
which means making a quantum jump and not just undergoing o
gradual transition from 4 state of naive consciousness. One gets
transformed into an “iniellective soul™ and becomes o bearer of
“thinking life". 5till, Doubt can produce criticality if and only if one
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takes into account everwhing that can be shown (o be significant in the
given context, that is, if and only if one takes a holistic view.

On the face of it, this might seem o be a pointless assertion 1o
make. For who would sctually say that one oughit 1o lesve ool of
acoount anything and everything that could be showm w be significant
in the piven context? But if only we ke care 0 remember thin
mainline scholarship manages always toelbde all thet is sigmificant and
at the same time never fails to focus on whatever is trivial, the
epistemological importance of the holistic viewpaint of my condep-
tion becomes self-evident. Our concern at the moment s the elimina-
tion of the threat 1o our existence, and the priveacy ol this concern has
1o b taken for granted. For, it is a fundamental valee premise which,
1o borrow a telling expression of Einstein's, “reason cannot wuch®™.*
Rather, all reason must ow from v It is in this connection that &
relentless critique of Cartesian reductionism assumes overriding
importance. For more than just anvthing whatsocever, it can be shown
10 have caused a massive erosion of the existential, that is educational,
defences of our race and at the same time has made us suffer a [oss of
imellectual and moral vitality which, as u race, we cannot do withoul
Therefore, as | see it, the only antidote to the current crisis would be
a complete replacement of Cartesisn reductionism with a scif-con-
sciously holistic world-view,

This argues the unexceedable importance of Holism in the context
of education. Indeed, in Paulo Freire's formulation, no intellectual
excreise can have any educationad valoe wrless it 65 critical, and it
cannol be critical, unbess it is holistic, In his own words, “the investi-
gation will be most educational when it s most critical, and mosi
critical when it avoids the narrow outhines o partial or “focalized views
of reality™, and sticks to the comprehension of reality as a whole.™ In
view of the extremc dangers which the prevailling reality is kncwn to be
heavy with, the greater the number of people who undertook this kind
of an educational exercise the better would it be for our race. For this
could well be the omly way we could begin 10 pencrate what Freire calls
“conscientization™ on a world scale and thus 10 escape out of the
present situation. In other words, this could well be the only way we
could hope for a reconversion of counter-cducation into education
ind of counter-culture into culture: the onkyway, that s, that thesword
called res incurans could be beiten into a plowshare called res curans.
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[nanycase, there seems little else that we can do Lo ensurg our survival
a4 & race.

Lesile White, for one, would have been scandallized by a chilm of
this kind * He saw education as a mere sub-process of culture and as
such it could not, he insisted, be expected in any way 10 influence the
latter bywhich it had o be influenced instead. Suill, just as one does not
expect meal packers to preach vegetarianism, he said, one may not
expect accredited educators 1o plead for any less of schooling. Never-
theless, he was not willing 10 accept the claim that education would
cure the ills of socicly,

The trouble with this position lies, [ think, in the treatment ol
education as a single-valued arithmomorphic concept and in its im-
plicit and virtual idemification by White and most maintine scademics
with schooling. To be sure, formal schooling by and large defends the
status quo and is very much a creation of what White calls culture; so
it may nol be expected to usher indany great changes in the affairs of
men, and may instead be merelyaway of keeping things as they are. But
the situation is not a5 hopeless as this might sugpest. For, education
may also ke the form of social criticism, infellectual dissent and 3
variety of protest movements particularly those at the grassroots level.
Thus considered, but only thus considered, can education be expected
1o supply what Bertrand Russell once called a “leaven of rebels™, No
society can be progressive without such a beaven, he said. But he also
made u point 10 the elfect that a proliferation of the products of
modern technology “makes it more and more difficolt 1o be a rebel™ ®
That is 1o say, the co-optation of people into the status quo becomes
more likely than fiot a major purpose and consequence of education,
Indeed, as the spectacles of modern technology continae 0 become
ever more specticular, even the literati begin to lose the power o
perceive the lell perils these products must necessarily conceal. [n-
stead, they get hooked on the modus guo and then, and incvitably, get
sucked into the siatus quo,

Therefore, Iif education is ever 1 play a positive role, it must wke
care 1o demystily modern technology, even the techaology ostensibly
intended to have nothing 1o do with war. Else, it would never be able
w produce any leaven of rebels. A leaven is necessarily used in
extremely small quantities but given the necessary physical conditions
never fails to transform the substance it is mixed with. A human leaven
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may not be as clfective or irresistible.  Nor may 18 successes be
irreversible. After all, revolutions do often go awry, Inoany case, even
though non-conformists have abways besn around, humanity has manaped
somehow 10 be driven into the throes of 8 kind of crisis which history
has never known, Thenelfore, education must become more than ever
hefore aconcerted exercise in theextrojection of all ideas and illusions
which arc pow known 1o be disruptive of the very basis of human
existence. As used by Paulo Freire, the term “extrojection™ signifies a
conscious rejection by the oppressed of the ideas and values sought 1o
b perpetunted by theiroppressors. But, given the sheer novelty of our
situation inwhich literally every single member of the human race has
become an explosion-affected person, a hibakusha, and therefore
faces the threat of annihilation, extrojection must Row signify a sclf-
conscious rejection by all - the exploited and the exploiters alike -- of
the prevailing culture of disruption. This means that the kind of
critical unmasking which | wish education o underake i a ol morne
profound than, say, Paulo Freire would wish it to undertake. For he
would have the politico-cconomic power system examined but leave
the technostrecture unguestioned, | would have drr examined, 100,
As [see it, then, a kind of critical unmasking which [am pleading for
is an educational underiaking par evcellence: indeed, the only way 1o
initiate the Einsteincan chain reaction of awarcness and thus to
produce ithe thoughtiul thing on a mass scibe; and, in ourn, (o create at
least the necessary condition of survival,

It follows that the need for a beaven of rebels can never be over-
emphasized. For nothing less than the very existence of our race is at
stake. Formal schooling, as Leslic White would insist, may not be the
best way 10 bring aboul the Lind of social change we so urgently need
now, But radical education, undersiood specifically as the praxis and
propagation of non-conformity might still be expected 1o do the job.
For thus alone could a continuing generation and proliferation of res
curans beensured. Merely because quantum-wise, and at least 1o begin
wilh, it would have to be much, mach smaller than what it is meant (o
transform need not matter much. For it is in the very nature of'a leaven
to be no more.

The need for education w become a susrained praxis of non-
conformity ar least now cannot be over-emphasized, For in a workd
already bursting at the seams with weapons having cosmic powers of
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destruction, the leaven of rebels, wo be eflective, cin never hope 1o be
able to make any sensible use of what Marx once called “the criticism
of weapons”. Rather, it would have 1o continue 1o develop, more than
ever before, what he would call i “weapon of criticism™. But in order
to be able to do so in a world already overstocked with weapons of
unheard of kethality, we should do well 1o make Doubt and certainty
change places, This might seem intriguing. But, as Hans Jonas has
suggested, the kind of predicament we are now in impels us actually to
reverse the Cartesian procedure, and, for purposes of decision, ro trear
ax certain what is possible but may still bedoubifil = Onesuch technical
possibility which we would do well fo consider as if it were certain and
then try o preparne oursclives adequately in order 1ooward it off is the
nuclear holocaust; a global ecolomical breakdown is another. [nother
words, those who persistin the belief that all is for the best in the best
ofall possible worlds and, therefore, continue todismiss such concerns
as mere “crying woll™ must themsehaes be dismissed as throngs of im-
pervious indifferenis,

The point of it all is that from a specifically educational point of
view, the kind of reduction and over-simplification which Descartes
indulges in could not but be unmitigably dysfunctional. Ironically, the
wiy he uses the thinking thing 10 penerate what he thinks is cerfain
knowledge turns out in a most vital area 1o be a complere inversion of
realine. More so, because what Bernard Williams calls Descaries’s
“pre-emptive sceplicism™ was intended actually o generate funda-
mental general truths about the world® In fact, as pan of a pure
thought-experiment, he invented the well-knoen malicious demon of
his and also made kim hell-bent on deceiving his own creator, i,
Descartes. We have already hod a brief encounter with this arch
deceiver and would try now to see him as an arch enemy of episiemaol-
opy and therefore of education as well,

since the working of the Cartesian demon can never be detecied,
the very idea must continoe, as the late A.J. Ayer put it onee, 10 be an
empty hypothesis. Still, he thought it 10 be a picturesque way of saying
that intuitive conviction is not a logical “guarantee of truth”.* But if
that is all that there is 1o it, and there seems w be nothing more, then
Descartes can be seen to have misperceived and underrated nothing
else than the potential and the propensities ol the human psyche itsell.
For a relentless pursuit of a “logical guarantee of truth” produces not
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comprehension of the world we live in but an obsession with what
Einstein once called “measuring accuracies™ and a complete deafness
“10 the strongest argument™.* Some such realization must have per-
suaded the poet E.E. Cummings 10 defy the prevailing Fads as follows:

While you and 1 have lips and voices which

Are for kissing and 1o sing with

Who cargs il some onecyed son of a bitch
Invents an instrument to measure Sprong with?

The point of it is that even il Intuition, which some one-eyed
Poppercan “piecemealisis” might dismiss as something poetic, fails o
guarantiee the logicality and cxactitude of mere bits and picces of
information ahoul the existential reality, it still is our only guarantee
of being able to comprehend the Whole of it and thus (o ensure our
survival, oo, Else, we would all be fike a well-known but unnamed
American physicist who, as Einstein once put it, “could know 20 much
and understand so linde™®

One may refer here 1o Goethe, the great poet who was also a
scientist of considerable standing and a Fellow of the Kaiser Leopold
German Academy of Scientists, too. He wook it as @ first article of faith,
that is of inndrion, that there is a “perfect correspondence between the
inner nature of man and the structure of external reality, between the
soul and the world™.® Here, to my mind, the inner naure of man
signifies the kind of constraints which of human cultures with the
solitary exception of the mililary-industrialism of our own time have
managed 1o observe over the ages and, of course, in purely infitive
recognition of the physical constraints defining the earth system. For
instance, there are the inviolable limis which éven unlettered tribes
nevier [@iled o impose on their, hunting expeditions. Indeed, in the
absence of such discipline, sheer survival even for a fraction of the
humian 1ime on earth would e been inconceivable. Tronicidly,
therefore, it is only the highly leticred and presumably educated
socicties of today which, by corrupting the inner pature of man
through batelessorgies ol consumerism and militarism, have manoged
to destroy ils correspondence with the structure of the external reality
and have thus come to imperil nothing less than his survival as @ race.
For instance, what matters 10 McDonald’s, the largest buyer of beel in
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theworld, 15 the sale of a mind-boggling total of as many as three billion
hamburgers per year and not the continuing destruction of vast acre-
ages of rainforests in Central and Latin America for raising 300,000
heads of cattle for the purpose,™ But the destruction of forests on a
scale like this can only mean an intensification of the environmental
crises of our time.

Thus what Goethe managed 10 perceive purely intuitively hid
heiped us survive over the ages. But what may be calied Descartes’s
innuirion against inmiirion has become a major source of mispercepiion,
and only naturally therefore of miseducation, and (hus an existential
ihreat aswell, We have it onan authority no less than Alberi Einstein’s
that it is the “free”, Le., inmirive, “inventions of the human intellect”
which help us generate non-friviad knowledge, Further, as a famous
and oft-quoted passage of his has it, “the supreme task of the physicist
is 1o arrive at those universal elementary liws from which the cosmios
can be built up by pure deduction. There is no logical path 1o these
laws; only intuition, resting on sympathetic understanding of experi-
ence, can resch them™® A “particularly fine example of the truth that
knowledge cannol spring from experience alone but only from the
comparison of the inventions of the intellect with observed fact” is, as
Einstein reminds us, the formulation of Kepler's Laws.® O me ridicu-
fum?!" Johannes Kepler is reported to have said when he perceived the
outlines of a new unifying principle, a new definition of reality. And his
cry “Oh, how ridiculous of me!”, which apened entire new vistas of
comprehension must have been aitered time and again in the annals
of science. This means that it would not always be possible or even
necessary for the scientist actually 1w be able 10 explain how he had
come 1o a particular conclusion. Thus, occasionally, Enrico Fermi,
when confronted with “But really, how! Show me”, would mercly say,
“l know it on ci.f" Expanded, in lalian, c.il means con iniio
formidable: with formidable intnition.™ And, of course, one of the
most formidable instances of intuition having been instrumental in
producing fundamental knowledge is Nicls Bohr's Principle of Com-
plementarity in physics. He is reported 1o have first thought of it in
connection with having 1o punish his son for what was @ patent
misdeed. Could he, bound both by his duty s father and by his fondness
for his son, know him stmultaneously both in the light of love and in the
light of justice™ Bul no account of intuition-generated insights could
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b complete without reference to Einstein's famous E = M For the
theory of relativity is said 10 have had its inception when the young
Einstein performed his epochal Gedankenexperiment ol imagining
himself 10 he travelling along with a wive of light at 186,000 miles per
second.* I follows that in asking Coleridge 1o “explain his Explana-
tion”; Byron could well have been asking for the impossihie.

In other words, circumscribing intuition or doing away with il
aliogether, should amount 10 nothing less than “gnosticide” - a term
which | have coined 1o signify “the murder of knowledpe™ which
continues 1o be committed in the name of learning. And to my mind,
this alewre ought 1o be of unexcecdable concern 10 cducation and 1o its
philosophy as well,

For the gnosticide [am talking about did not just mean the murder
of knowdedge but, and far more serious, the destruction of the very
possibility of education, oo, which in turn has culminated in the
bumrre fallacy of the military-industrialism of our own time being
allowed (o pass off as the very quintéssence of modernity and cultural
advancement, All this, | contend, is trnceable directly to Descaries’s
rejection of the synthetic and inneitive perception of life in favour of a
wurld-view which happens 10 be analytic and mechanistic 10 the point
that life isell ceases toexist as a distinct phenomenon, Thus, iosands
the close of Part Five of his Discourse on the Method, he argued that
animals were but automatons or moving machines made up ofa *great
multitude of bones, muscles, nerves, arterics, veins, and all the other
parts that are in the body of any animal” (CSM-1, 139). Only, having
been made by the hands of God, any automaton would be “incomp-
rably betier-ordered” and would also contain in itsell movements
more wonderful, than those in any machine devised by the hands of
man, Still, what matters is reason; and automatons do not have just less
of it than men but none at all {CSM-1, 140). Besides, just beciuse some
animals show more skill than men in some of their actions does pol
prove that they have intelligence. For, it s only the disposition of their
organs and nol intellipence which enables them 1o do some thing
better than us. In the same way, a clock, consisting only of wheels and
springs, but having no intelligence “can count the hours and measure
time more accurately than we can with all our wisdom™ (CSM-1, 141).
Nevertheless, snimals other than humans lacking intelligence in no
way justifies the claim that they are machines; and yel this is the
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reduction which in promoting an irreverence for life and a mania for
the vehicles of violence accounts for most of the frailties and vulnera-
hilities of the world order of roday.

But it is not non-intetligent creatures alone which are treated as
automatons. Even sentient beings fare little betier and in the Sixth
Meditation we find Descartes making his well-known and 1o my mind
exceedingly revolling comparison “between the idea ofasick man and
a badly made clock and the idea of healthy man and a well-made clock™
(CSM-11, 59). This deliberate denigration of life was nit allowed 10 go
unchallenged even in Descartes’s own lifetime. Indeed, it was dis-
missed as & “deadly and murderous sentiment™ by none other than
Henry More, a contemporary and one-lime idolizer of Descartes's
from England. On this count alone More feluthat the gleaming rapier-
edpe of Descartes’s genius had become “the sharp and cruel blade
which in one blow, s0 0 speak, dared w despoil of life and sense
practically the whole race of animals, metamorphosing them into
marble statues and machines".™ Or, a3 B.5, Westhall, & historian of
science, sees i, Descartes and his followers tried, even if at the
cognitive level, to banish “life itself from the universe™.™

Tomy mind, the extstentiol crisis we are facing woday, and of which
mareover the crisis of education is but a part, can be explained i terms
of this denipration of and irreverence for life. This is casy to see. To
consider individual living beings as mere mechanical auomatons, 1o
consider, say, a dog as a mere barking machine, is 10 misperceive
organic and integrated wholes as so many assemblages of detachable
parts. But this misperception leads 1o another and a fiar more serious
one. For the earth system jtself ceases 1o be recognized as a complex,
living and organic Web. Instead, it comes 1o be treated in gffect as a
mere colfection of automatons, even if made by God, and chunks of
inanimate matter, which can be ravished with impuonity; more so
because in Henry More's lerms, matier is “inen and stupid of el
But ancient wisdom had infuirfvely cognized and the modern science of
ecology has conclusively established the earthsysiem 1o be a single ard
integrarea super-organism, Indeed, our very existence now depends on
our ability 10 preserve is integrity as @ super-erganism.

Evidently. it was only on the basis of intuition that men had long
taken the garth 1o be a living system. For had they failed 1o take it so,
they would hardly have survived for the 40,000 odd years that they are
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now known (o have occupicd this planet, or, indeed, even for a much
shorter period. The ides of a living earth has therefore been one of the
basic and susiaining though intuinve frsighis of the haman race, S1ill,
this was only a feeling, no matier how strong; and by no meéans could it
be used 1o prove the earth 1o be o living svstem. Meveriheless, it
persuaded the ancient Greeks, for instance, 1o consider the earth as
poddess and also 10 give her not oné but hwo names, Gaia and Ge. The
idea has now been revived by James Lovelock, the father of the famous
Gaia Hypothesis, But like a religious belief, he says, the feeling that
mother Earth lives alwayvs was and remains “scientifically untestable
and therefore incapable in ils own context of further rationaliza-
tion™. "

Persuaded perhaps by that malicious demon of his, Rene Descar-
tes would have been scandalized by a statement like this appearing in
a book by & hird scientist who happens 1o be a Fellow of the Royal
Society, 1o0. Lintle wonder that he did all that he could o destroy the
prescriptive legitimacy of ancient intuition and thus of the very con-
cept of the earth as goddess or Mother. In his own words: “Note, in the
[irst place, that by ‘nature’ here [ do not mean some goddess or any
other sorn of imaginary power™. (C5M-1, 92). Nature, he pocs on (o
add, is just matter; and matter (o him, we know, is merc extension in
space; that i, it is just three-dimeénsionality. As such, men need
observe no restraint while vivisecling or assaulting nature nor fear any
conseguences for which they may have someday 10 feel sorry.

But with the benefitof hindsight, though, we now krow that things
have nor turned out that way. To the contrary, in fact, which is why we
have to feetsorry for a variety of exceedingly grim consequences which
could not but low out of the sustained and mindless disregard for the
inherent inviolability of Life per se. It follows that living organisms
ought not to have been taken 1o be mere mechanical automatons, for
this act alone would be enough 10 cause even the earth system ax a whole
to e taken as a mere collection of automatons withour any orgaric
structure of its own. In turn, this wowld destroy the intuitive insights
accumulated over the ages and al the same time produce the most
horrendous kind of ignorance and illiteracy about the essential nature
of our habitat. This also means that no amount of supposedly scholas-
tic and highfunded cffort which failed 1o or did not even try to dispel
such ignorance and illiteracy and instal an essential reverence for life
as an end in lisell could ever be allowed to pass off as education, the'
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famboyant pretensions of those “in the business”, notwithstanding,

The point of it all is that education, to be authentic, must bocome
a sustained praxis of an existential cthics [or our tormented and
traumatized times. That is, it most become a plan for the proliferation
of the thoughifid thime and {or the concomitant attenuation and then
elimination of the thoughtless thing. It is in this context that the very
idea of explodiation, of men and of nature, would have 1o be seen as
counter-existential and therefore dismissed as irredeemably uncthi-
cal, Indeed, one in a position 1o exploil must perforce remain unind-
ful of or unconcerned with the Whole and get fixated instead on the
immediate and the narrow. Reductionism could mean little else —
certainly the actual practice of it. Those who rape the earth and those
who rape women have the following in common: a blind obsession
wilh the gratification of the moment plus a morbid unconcern for the
fate of the vicrine, What they presume 10 be dealing with are not living
subjects bul lifcless objects. However, if the earth continues 10 be
treated as a lifeless object, it will céase 1o be the Home for us living
subjects before long. This cannot but spell, among other things, a
crippling of the existential ethics which we otherwise need =0 badly,
For, as Carolyn Merchant has written, as long as the carth was
considered 1o be alive and sensitive, it could be considered a breach of
human ethical behaviour to carry out destructive acts against in™

But the rise of reductionism does not accompany just the fall of
ethics; it accompanies the: fall of education as well. For, much of what
passes for education today is but a programme for inexorable speciali-
zation and as such may well be a programme for the actual animaliza-
fion of man. This is casy 10 see, For

“Tfwe remember that the animal s a specialist, and a perfect one,
all of its knowing-power being fixed upon a single task 10 be done, we
ought o conclude that an educational programme which would only
aim at forming specialists ever more perfect in ever more specialized
ficlds, and unable to pass judgement on any matter that goes beyond
their specialized competence, would lead indesd 1o a progressive
animalization of the human mind and life”, Inaword, “the overwhelm-
ing cult of specialization dehumanizes man's life”,®

Mot just dehumanizes.it but has come now to threaten it with
extinction as well, which is why | have suggesied above that a non-
spurious conception ol education would do well to take it as partof the
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human project of sell-perpetuation. [t follows that if the prospects for
such perpetuation can be seen 10 have become bleak, as they very well
can be, education may also hiave become counter-itsell. It scems 1o be
of some interest o note here that counter-education, no matler how
high it may be taken to be, does not even call for the full thinking
powers of those dispensing it or of those imbibing it In fact, it puts no
more than one halfof ene’s brain towork and at the sime time puts the
other and the more imaginative half, 1o, 1o everlasting siecp.

Lest this should sound intriguing, let me make a briel reference
here to the work of a well-known psychobiologist, Roger Sperry. He
has shown and won a Mobel Prize in the process that each of the two
hemispheres of the human brain, the left and the right, is the locus af
a distinct and specialized kind of intellection. According to him, the
left is highly verbal and mathematical, and performs with analytic,
symbolic, computer-like sequential logic. The right, by contrast, is
spatial and mute, and performs with a synthetic and spatiopercepiual
kind of information processing not yet simulatable in computers.™
The chapier in which this occurs begins with a quotation about “where
really our valoes come from™, The burden of Sperry’s argument is that
the right hemisphere is the only “ethicizer” we have.

Since I am noi a biologist nor even a psychologist, | am in no
position to go into the techaical details of this arpument, Even so, it
does seem 10 yield a very reasonable inference, which is that the
arficularion gf values can now be recognized tobe an entirely legitimate
and indeed a perfectly respectable kind of intellection; and also that a
synthetic and therefore a holistic mode of thinking alene can vield
values which would be particularly appropriate to what Robert Op-
penheimer once described as a “prety restbess and a tormented
world™. However, as far as | am concerned, the “left hemisphere” docs
not and cannot signify the left segment of the cerebrum as such but a
pathological fixation on reductionism and thus on the relentless cul-
thvation Of res tncurans. Likewise, the “right hemisphere™ signifies 1o
me nothing but a profound predilection for a self-consciously holistic
and rherefore valug-oriented intellection, i.e., for the cultivation and
propagation of res curans, It follows that the educational, philosophi-
cal and in fact ontological value of Professor Sperry's insights into the
working of the human brain can never be emphasized strongly
enough.
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Democracy

It is only natural that an Age which has produced the negations of
such existential imperatives as culture and education should also have
produced a carlcature of democracy for the mismanagement of s
affairs. But let us be reminded right here that like culture and educa-
tion, democracy, 100, is nof an arithmomorphic concept; so like
“culiure” and “education”, “democrscy™ 100 15 4 20711 of condeplual
holdall. Nevertheless, of all the meanings that it can be made to hold,
the one which dentifics it with universal adult sulfrage per s is the
most reduced, Le, the most over-simplhificd and therefore the most
misleading; and nod incidentally, it happens to be the most widely
asucepied, too. This being 5o, one would do well o exsmine the
dangerous implicatons of this particular reduction which academic
political science has been selling successfully for long.

Evidently, such an examination the mainstream of opinion cannot
undertake. For it merely presumes universal adult suflfrage 1o be a
condition both necessary and sullicient for the existence of democracy
and manages o pall off a major ideological coup thereby, For, what it
manages thus o conceal is a crucial fact, which is that mere suffrage,
no matler how inclusive, is nol necessarily incompatible with a foral
exciusion of the people from any share in power and decision-making.
Indeed, at stake in the elections is not any fundamental srucrural
transformation of the polity in question. Al slake instead is the
assumption of power by any one of the contending coteries of politi-
cians commonly known as political parties, or if necessary and pos-
sible, by some coalition of convenience that they may come 10 consti-
tute. Involved here are persons and, despite loud claims 10 the con-
trary, not principles. S0 it is only natural that the exercise called
election should assume the dimensions of a farce which has a sét
periodicity but which, as far as the historical process is concerned,
means notaweebit. Forall that itinvolves is the management or rather
the mismanagement of the status quomor iy ramsformarion. Still, from
the point ofview of the fortunes, more literal than mesaphorical, of the
politicians #nd the business houses which finance them, this exercise,
even if farcical, has great significance,
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This very largely explains why, say, in India, the contending elites
do not mind spending all the money they can, and, if necessary, actually
capturing the booths as well. And, about the later predilection, Mrs
Malini Singh, for one, has some telling revelations (0 make. She says
that even in 1980, she saw a “total hijacking of democracy™ with “wads
of ballots heing stamped without even the staples being removed”,
Aghast, she asked the candidaie, who was (0 win this election and
become & cabinet minister, too, 10 have it stopped. His cynical reply
was: “Where is it written in the Representation of the People’s Act
that this is illegal™!™ Booth-capturing, particularly in some of the
more nolofious regions of the country, is a veritable profession, a
pesha, and evidently requires a grest deal of pre-meditation and
planning. Besides, not being @ very gentecl pursuit, it requires an
ibility 10 pressurize people into “voling” for a particular candidate
and, if ncoessary, to use physical violence as well. This, then, is the
sigister meaning of the expression “muscle power”™ and, together with
ather forms and modes of mass manipulation, it defines the essential
nature of whai s often described, with more than a mere modicum of
vilinglory as also with 4 great deal of cynicism as the world's largest
democracy.

To be sure, those who take wurns in actually ronning this sysiem
would perfore have their differences; which not uncften might appear
10 be acute and even irreconcilable. But they must take every care 1o
see that these differences, no matier how sharp, remain entirely wichin
the limits determined by their seceptance ol the basic legitimacy of the
prevailing system. Little wonder that “Across the ideological spec-
trum, from the BIP on the right 1o the CPM on the left, the established
[perlitical] parties [in India] have turned a blind eye to the continuing
impawerishment of our natural resource base, and the threat this poses
iy the lives and livelihood oDmillions of poor peasanis, iribals, nomads
and artisans™, So,continues Ramachandra Guha, it is only natural that
“the Parties have uncritically supporied resource-wasteful, ecologi-
cally inappropriste and centralizing technologies such as nuclear
power and large dams™. ™ This alsoseems 1o suggest at least one reason
why the BJP and the CPM did mov find it impossible, much less
inconceivable, 10 lend foins support, even il only “from outside™, 10 the
short-lived minority government of V.P. Singh. | have a feeling that
even if V.P. Singh had managed somehow 1o survive through the Tull
term of the last parliament and even win an ahsolute majority in the



T2 Democracy and Education in fndin

next, he could at the very hest mean fess of the same snd by no means
would he be dilferent encugh to bring about a radical improvement in,
much less a fundamental transformation of a polity neck deep in
corruption and mismanagement. Hoping that even this could and
perhaps actually would bring about sowee atlenuation of corruption
and “kickbackracy™, it would not be a minor blessing o pray [or. Bui
V.P. Singh was but a part of the ruling elite of India the individual
members of which can at the most take s at being in and out of
power. He would, therefore, not even be expected 10 question much
less reject the cssential legitimacy of the basic siructure of the previil -
ingsystem. Only naturally his persanal allergy to corruption, no matter
how intense, must perforce remain (o be ultimarely unavailing.

One may refer in this connection 1o the extremely notorious gun
deal between India and Bofors of Sweden. Within a few days of
assuming power, V.P. Singh decided 1o block all funire purchases of
weapons [rom Bofors, and even threatened w0 order a review of the
howitzer deal insell if the company failed o reveal the identities of
thise whom it paid the money and to reimburse it 10 this country. In
other words, whit was being questioned was the propriety of circums-
stances which were simply presumed 1o have been merely incrdental to
it particilar deal; and at the same time left entirely unguestioned was
the inevitabilisy of kickbacks being but be an infegral part of a system
almost defined by a frenzied acquisition of weapons, In this situation,
the pursuil, no matter how cathusiastic, of the slush money said w0
have been involved in d certain specific gin deal, must remain from a
historial point ofview iobean cxercise in futility. Moreserious, iteould
well turn out, at feast in effect, 1o be an exercise in mass mystification.
Whether it was actually intended 1o be so or was only inintended as
such is nov the issue. This rather i the prevailing obsession with weap-
onzahion: osiensibly, for the defence and security of the country, no
doubt, but in reality for filling the coffers of the veritable hordes of
brass hats in politics, burcaveracy, military forees and, of course, in
business -- not just the contractors and manufacturers involved but
also those who specialize in handling the slush funds in India or in
numbered accounts elsewhere on behall of the recipients, All these
gentlemen see in & syfem of unending military orders and supplies
nothing less than a cornucopia of enormous and entircly unprecen-
dented proportions.
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This is suggested directly by specific instances like the one which
follows: In Movember 1989, an Austrian Parliamentary Commitice
began an investigation into the expont operations of Voest-Alpin
Company -- significantly a state undertaking manufacturing weapons.
Papers seized from it showed & “down payment” of about four million
US dollars made 10 Indian authorities in 1984 in order (o have its
propaosals just examined by them, But eventually, it came (o forty
million dollars in “commissions and grease money”. According 1o
Peter Unterweger, a former Managing Director of Voest-Alpin which
was one of the companies competing with Bofors for the howiteer
order, “It is absolutely normal 10 pay the generals and the politicians
if you wani to win the contract. Youdo it everywhere in the world; and
you will bea fool ifyou do not." Explaining why Bolors got the contract
ultimately, he said, “Cbtwiously because they offered 1o pay more than
we did”,™ Besides, evidence is now available 1o show that even the
sainted Olof Palme made Bofors “donate” fifty million Swedish kron-
ers 1o the Bergslags Fonden on the assurance that they would get the
Indian order. However, this Foundation is not known (o be doing
anything in particuiar; and since the sum involved was rather marginal
by European standards - “just creamon the mashed potatoes™ - some
other “donation”, as yet undisclosed, could also have been oOblained.™

Whether Palme got this money for his personal or political
purposes is not the point. The point rather is that this messiah of peace
and of the poor made the fndian taxpayers pay still more for a weapons
system which the power elite in this country were hell-bent on getting
although for reasons exclusively of their own. For after atl, Bofors like
any other vendor of any other ware would have to pass on the burden
of slush payments to the buyer in the formof higher prices. Ecopomists
ofien make a distinction between the impact of an indirect tax and its
incidence. The impact is on the manufacturer who has to make the
payment to the revenue collector in the first instance. But the inci-
dence falls ultimaicly on the consumer who has w0 pay a higher price.
Likewise, the impact of slush payments might be on the maker of guns.
But the incidence necessarily falls on the state making the purchase
and therefore on the people who would have 1o pay more taxes and
suffer the burden of inflation and deprivations. But the fish-blooded
“decision-makers” operating at different levels and ever so obsessed
with the quantums of their colfers, remain entirely unconcerned with
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the plight of the people. Therefore, and given abso the endemicity of
kickbacks in the realm of military deals, they must b prestmed 1o have
becn paid and received unless proved not to have been. This means
that any radical analysis of the contemporary polity must keep the
spotlight on the phenomenon ofcorruption or rather on the instifiction
called corruption.

Indeed, the sheer gravity of the prevailing situation impels one w0
affirm as follows: [ is not the military orders which produce kickbacks.
Rather, it is the prospective kickbocks which induce extravagani
military orders, [t is easy 10 see that the kickback connection must
necessarily mean a drastic erosion of authentic democracy and, in
effect, an insidious militarization of the political process itsell. This
alsn must mean o radical hiatus, impossible 10 close, between the
pereeived interests of the managers of an over-armed and over-arming
state like India and the requirements of penuine as against spurious
democracy. The interests just referred to happen 1o be perceived and
nol real because the militarization of the Kind now iaking place cannol
but panperize the country toa point that the managers themselves will
b left with little 10 manage.

All this argues the utter inanity of an exercise intended evchesively
b force Bolors into reimbuorsing the amounts involved to India and
also into disciosing the identitics of the recipicnts. Indeed, if it is (o
mean anything at all, it must be made an integral part of a plan
designed primarily and drastically o show down the merny-go-round of
military purchases. But if thix remains undone, whal manages new 10
pass for democracy may cease o be the aile of the demos or of the
people. Instead, it may become, through a reckless depletion of
resources caused by an open-ended military spending, their veritable
doom, This only means that democracy may well degenerate into
“demodoom™, I i 4 grolesque coinage, 10 be sure. But so §s the
situation it is intended 10 denote. Basic 1o this situation is an effective
exchusion of vist masses of people from anything ke “decision making™
and a corresponding supersessionof their vital interests by the danger-
ous ohsessions of the overlying minorities. All that is Teft is a naive
identification of democracy with a periodic rimal called elections,
manipulated, though, with extreme care. A more reduced, thal is a
more over-simplilied or rather over-carleaturized conception of the
rule of the people, by the people and for the people would be impos-
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sible 1o imagine, Indecd, 8 conception like this could almost cause
Bene Descartes himself to come hack tolife. Tn any case, his ghost must
be applauding somewhere around. 50, while his sowd may or moy nol
have been immoral, a least his reductionism seems (o have turned oul
to he.

Any number of specific examples could be cited o show that
evenywhere the really fateful and even fatal decisions are made by
extremely small corgries of men including in particular those more or
less faceloss men whom Moam Chomsky once described as “The
Backroom Boys", Having taken the decisions, they manage also 10
take the demos-sans-cracy and even the supposedly powerful Heads of
Siate for a varicty of rides. Thus, Harmy Truman, who liked 1o belicve
in all serivusness perhaps that it was with fum that the buck stopped,
was 10 General Leslie Groves “like & linle boy on a toboggan®, The
simile is 1elling in the extreme, For, like someone riding o toboggan,
it pictures Truman going downhill without, like a little boy, havingany
control over the prevailing situation, And just like o litdle boy again,
who cannol sec anything in front because the twboggen happens 1o be
curved upwards, Truman could see nota thing which lay ahead of him
in history. Seen in retrospect and in the light of the nuclear spectre
looming very large on the horizon now, this has urned oul 1o be an
exceedingly precise similie. [n any case, as far as Groves, the Direcior
of the Manhattan project, was concerned, it was only the primary
respansibifiy with regard 10 the bombing of Hiroshima which was
Harry Truman®s, which means that his decision was primarily "one of
non-inierfgrence - basically, a decision not o upset the exsling
plans"™ Le., plins with the preparation ol which Truman had nothing
t0 do or rather would not be allowed to.

If that was the plight of an elected Prasidenr reputedly one of the
more powerlful ones oo that America has had, the plight of those who
had merely elected him could not be expected 1o be anything but much
worse, [n support, one may refer o the decision to build the American
hydrogen bomb or the Super as it used 1o be called. On one side of the
debate were those whom Herbert York describes us “howks™, They
argucd that the United States ought 1o accelerate both the develop-
ment and the production of “ordinary™ atomic bombs, but insisted that
it should forgo the development of the Super. On the other side were
the “superhawks”™ who were completely sold on the Super. Bulfogether
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they constituted “an clite in-group exclusively privy 1o all of the
refevant facts”, This group, York tells us, contained less than one
hundred people.™ ( Incidentally, not many more people may have been
involved in the decision 1o make the Soviet Super, perhaps less. ) Here,
it seems worth noting that the final meeting st which Truman initialled
the decision o go ahead with the construciion of the Super and at
which probably not more than six people were present asted jus seven
priirifes == far too few for himat least formally 1o bave taken the secomd
of the most momentous decisions of the nuclear era: the first being
Franklin Roosevelt's to develop the atom bomb.” | am nol sure as @
which wis more momenious of the teo, Bul certainly elther wiis more
momenious than any other and cach made human history salfer o kind
of convulsion which it has not been able wo recover [rom so fir, Butour
primary concern here is with the morsl that the institution of formal
democracy is by no means incompatible with o most brazenly rampant
oligarchy. No less important is the implication that in view of the Kind
of resources they can command and squander, the oligarchs of our
time are exceedingly more dangerous than the oligarchs of yvore, C
Wright Mills seems o have had something like this bot not exactly this
in mind when he said,

Caesar could do less with Rome than Napaoleon with France;
Napolean less with France than Lenin with Russia;and Lenin kesswith
Russia than Hitler with Germany. But what was Caesar's power at iis
peak compared with the power of the changing inner circle of Soviet
Russia or of America’s temorary administrations? The men of either
circle can cuuse great citics o be wiped oot in a single night, und ina
fiew wecks turn continents into thermonucicar wastelands. That the
[acilities of power are enormously enlarged and declsively contralized
means thil the decisions of small groups are now More consequen-
Ll ™

This was first published way back in 1956 and since thea the
facilities of power have continued (o get enlarged so that the declsions
of extremcly small groups of men have become both actuslly and
potentially enormously more consequential amd more dangerous than
ever, Even so, Wright Mills did manage 10 miss 8 most crucial point,
which is that puny though it was in comparison with the power of the
mighty oligarchs of our own time, the power of, siy, Cacsar was,



Culimire, Edvcation and Democracy 77

miilitarily st least, not unfuncticnal. In oontrast, prodigious thogh i
nodoubt i, the blast power available o the latter-day oligarchs canno
evien be pul 10 any conceivable military usc. Some seventy vears ago,
Walter Lippmann spoke about the “manuiacture of consent”™ which
could be “refined™ to the point of causing a veritable “revolution™ in
the practice ofdemocracy. But, albeit with the benchin of kindsight, we
now know that the techniques of manufaciuring consent have beéen
developed and honed far beyond anyihing that Orwell could have
imagined. Mecdless w say, they have all been intended not 1o bring
aboul a revolution in the practice of democracy but a counter-revolu-
tion: and these haveall turned to be, &s Noam Chomsky puts it, “highly
effective in protecting us from seeing what we observe, from knowl-
edpe and understanding of the world in which we Hive™.™ Bul Tormal
and more or less ritualisticlerminology apart, only eligarchies and not
duthentic democricies could possibly require anvthing like artilicial
conseni-making through means of coercion or persuasion,

Put in this light, the decision 1o make, say, the hydrogen bomb cin
be seen 1o sulfer a wotal lack of legitimacy borh because only Liny in-
groups have been involved in taking italikein the LS and the craiwhile
SU, and because penaltics are imposed, with a promise of total doom,
100, 00 DUr race 35 3 whole. Bul not unofien this illegitimacy remains
unperceived even by the literati. For instance, none other then Enrico
Fermi and Isidor Rabi who in a joint statement had spoken of the
Super as something which could promise nothing but “very great
natural catastrophes” and which was “necessarily an evil thing consid-
ered in any light” continued nevertheless o be associated with the
work omn it in one capacity or other. The justificition in each case was
specious in the exireme. Foraccording o York, © Both believed that in
i democracy, onoe the system has considered the issue and reached o
conclusion, the matteris, in the mainseitled™.* Bul both ought 1o have
seen that a conclusion reached by a small in-group even in a juridical
democracy remained basically undemocratic particularly because its
cosis hed o be borne and consequences suffercd by vast masses of
people whi had no hand at all in the reaching of it

But such is the conceited insensitivity ol the rulingand the ruining
circles of even s democratic America that they have continued 1o
produce a kind of blast power which can only be accumulated but not
expended. The only way il can get ignited is by whal is commaonly bul
erroneously known asan sccident. Erroneously, because ffrss 1o create



T8 Democracy and Edication in fhdia

a situation in which even an entirely unintended triggering of the
nukes cannol be ruled out and tfen 1o dismiss the feared act isell as
merely accidental is but an insult 1w intellipence,

Be that as it may, éven if the nukes continue 1o remain unfired for
all time o come, the demos would have a great deal 10 worry aboud,
their “cracy” notwithstanding. Indeed, and paradoxically, the primary
explanatiom of some of the major problems peculiar to our time lies in
the nukes being utterly “unfirable”, a1 least imentionally. For it is
because of their “unfirability” that a complete break occurs between
penuine military necessity on the one hand and military spending on
the other, the latter becoming absolutely open-ended. Their very
existence creates an “umbrella™ for a truly limitless proliferation of
their own and of the increasingly “sman”™ convention:l weapons as
also ofspace weapons. Little wonder that from 1964 to 1990, the world
spent no less than 5 21 wrillion (or $ 21 million million) in 1987 dollars
on what passes for “defence™ ' A pre-emplion of resources on a scale
50 vast can only mean a corresponding withd rowal of resources from
the civilian sector and a consequent destruction of opportunitics for
people 1o be gainfully emploved. What prevails, therefore, is “a
terminal sense of the extinction of work fisel™, as Jeremy Seabrook
calls it. The OECD unemployment, for instance hovers around 9 per
cent these days, the wtal number of people without jobs being 31
millicn, 19 million of them in Evrope.®

Altogether ignoring the ever-mounting military spending and a
denial of job-creating resources (o the civilian scctor that this cannol
bul mean, not a few coonomisis try 10 explain this lenacious redun-
dancy of humain beings in terms of antomation efoae, Wassily Leontief
is a typical cxample. According 1o him, “the process by which progres-
sive introduction of new, computerized, automated, and robotized
equipment can beexpected o reduce the role ol Tabour issimilar to the
process by which the introduction of tractors and other machinery [irst
reduced and then completely eliminated horses and other draft ani-
mals in agriculture”.® But failing 10 perceive the essential nature und
the true gravity of our predicament woday, Leontiel merely recom-
mendswork-sharingora drastic reduction inworking hours as the only
way out of this situation.

However, redundant men pose an aliogether different kind of a
problem than redundant horses. For, the inexorable extinction of work
and therefore a corresponding intensification of idleness, poverty and
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alignation inone form orother cananly signily a ccaseless allenualion
of the essential content of democracy and indeed of our very existence
tisell. Bul merely to describe poverty as “a moral outrapge” and also 10
choose et 1o spocily unbridled automation and open-cnded military
spending as the underlying causes, as many in the academic social
sciences manage (o do, & 1o confuse and not 10 clarify the issues, I
[ollows that in making i fetish ofechnique in the nane of progress and
of military spending in the name of national defence, the ruining
circles everywhere can only promise mouwnting burdens and vanisbing
Jfreedoms. Homever, as Noam Chomsky would swy, 1o those in power,
it seems obvious and indeed natural that the population must be
cajoled dnd manipolated, frightencd and kept in ignorance, so that
they themselves cin continue 10 operate withoul hindrance in the
national interest asthey chioose (o deline il Basides, Maxwell Taylor,
for ome, woold inswkt that the citizen should be informed only of “the
things he mecds o know o be a good citizen and discharge his
functions™.™

Unfortunately, the counter-culture of the congelations of vio-
lence which munifest themselves in o variety of ways 13 nol confined
only to some parts of the globe but is rampant all over. Indeed, its
rampancy is the proof, if one were needod, that the economics and
societies of the “developed™ and “developing™ countries, as they get
uncritically and misleadingly designated, are quite thoroughly inte-
griated. They are so integrated, too, 85 1o enable congeries of political,
coonpmic and militiry managers (0 make money while theycan and 1o
make as much of it as they can. Above, we have seen the armrangement
at work in India o which, of coorse, it is by no means conlined.
Lobbyists and influence pedlars of all sorts sprout from nowhere (0
secure orders for the corporations and kickbacks for those in power.
In the process, they cannot but destroy the very foundations of demaoc-
racy in the “developing” country concerned even if in the first place it
had ever gon Institated there, Kickbacks become the reason, then, and
nol genuine military needs, why weapons, for example, come (o be
acquired in ever larger quantitics. Specifically, since the money gar-
nered is used at least in part for fighting elections, and since kickbacks
are, after all, a “product™ of the purchase of weapons, we can say that
what is taking place is, at least in effect, a supersession of political
democracy by military rule or in anv case by a highly militarized
counter-culture. The sheer costs of this process, cxireme and ever-
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mounting, cannol bul devitalize the polities and economies involved.
But difforent sets of the powers that be and their respective ideologues
s in it only unending empowerment. Each set must therefore con-
jure up vicious demons appearing in the form of ill-meaning neigh-
bours and procure still more weapons o counter their acquisitions, [n
the process, each set must create conditions in which it has tosoppress
and then fear its own people. Each is impelied 1o dilute and even
destroy local autonomics in the mistaken hope that it will be able thus
tocreate and consolidate astrong and stable centre. But cach manages
only to produce further fragmentation and unleash brutalization, 1o,
Each needs for its very viability as an identifiable national entity over
more of decentralization, of authentic democracy, of cconomic and
political inclusion of the masses in the mainstream of life, of puriic-
pation, of what Rajni Kothari calls the “empowerment of the periph-
eries™. Bul each takes care wo.shun a “democratic crstllizmtion” of
this kind. 5till, it is “the struggles of those who are excluded and the
concerns of those who recognize their condition™ which together
constitute our only hope for a viable and a humane future. However,
essential 10 the realization of this hope is a self-conscious denial of
tegitimacy 1o the mindless pursuits of the predators of our time who
promote the alien eucalyptus and do not mind killing the native
forests, who build dams and remain unconcerned with killing the
rivers. [t is only natural, therefore, thai their pless for the protection
of ecology, no matier how loud and insisient, musi continue o ring
hollow. For, 10 borrow an expression which Amartya Sen has em-
ployed in a different context, they forget that “we reap as we sow, and
in particalir we do not reap what we do not sow™,*

The point of it all is that w continue 1o ignore it all and also 10
insist instead that itis the universality of sulTrage alone which makes
us or some others 3 democracy is 10 do unexceedable violence 1
reason. The vore certdinly does matier. But whit maiters even more is
a general involvement in the process of decision-making. Tobeable o
make this possibie, we have no option but 10 try 10 perceive the
prevailing reality as a whole and 1o dispel all sorts of illusions and
misconceptions. However, that exactly is what accredited political
science, having commitied the faal error of idemifving democracy
with universal adultsulfrage and with such sulfrage alone, continues 1o
do In other words, it continues 1o be obsessed with issues which,
particularly in the context of the existential crisis of our time, can only
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b pathetically puerile and pseudo. This being so, the academic parsuit
called political science merits a new name; and the one which suggests
itsell is “pseudomy™. Evidently, the practiliners of it can only be
designated as “pseudomites”. These are not very pentcel terms, 1o be
sure. Quite to the contrary, in [act. For, they are aclually inferded 10
shock the otherwise unshockable in the desperate expectation, of
course, Lhat they would find at least something 10 be shocking enough
1o try 1o come oul of their cocoons of complacent and callous confor-
mity. Besides, and this | mean in all seriousness, simply becaose they
might shock the literati into reconsidering their positions, the werms |
have proposed must be credited with an cducational potential of the
very highest order, their lack of gentility notwithstanding.
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The “Socialisation” of Critical Thought:

Responses to lliteracy among the Adivasis in Thane
District

Denzil Saldanha

Creating a new culture does not only mesn one’s own individsl
“original™ discoveries. 11 also, and most particularly, means the
diffusion in a critical form of ruths already discovered, their *so-
cialization™ a it were, and oven making them the basis of vital
getion, an element of co-ondination and intellectosl and morsl
oder.

-Antonio Gramsel, Prisan Morebooks (1971: 3253,

This paper attempts (0 focus on some of the efforts of non-party
political groups in Thane District in the feld of education. Their
attempis at evolving an educational programme in the context of a
demoeratic strogple and in tune with the feli-nesds of the adivasis, arc
discussed within the wider scenario of adivasi illiteracy in the region
and the relatively unsuccessiul effors of the stite and voluntary social
welfare agencies’ 1o change the situation. One might visualise two
poszible factors lewding toa change in the status of adivasi illiteracy in
the future. On the one hand, the state-sponsored developmental
process -- of dams and irrigation projects along the eastern belt of the
district, and the setting up of indusirial estates along the western
railway line and highway - could lead 1o intensive multi-cropping,
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capitalist cultvation in agriculture and an industrial and urban spread
along the coast, This could possibly resuli in a demand for Formal
education spurred on by a change in the cconomy, with the adivasis
being integrated into the lower ranks of an unequal society, as clerical
staff and wapge labourers in agriculture and industry. On the other
hand, the political assertion of economic rights and the accompanying
process of the socialization of critical thought among the adivasis
promises to create a social basis for the need for literacy. The political
groups working in the region are part of the latter process which
ideologically hopes 1o influence the trajectory of development in the
region and 1o direct the social history of the adivasis within a mone
egalitarian society. This paper shares that hope, and is a8 contingent
and tentafive as thal process,

A brief social histon® of the region would be in order and of help
towards the undérstanding of the socio-cconomic basis of present
adivasi illiteracy. Thane district lics north of the Bombay metropolis
and south of the Gujaral state. The region came under British rule in
1818. During the first half of the 19th ceatury, the British land and
forest policies resulted in converting the hunting, food gathering and
shift cultivating adivasis into sertled agriculturists. Throughout the
I9th century and especially during the latier hall, there was an influx
of traders, money-lenders and liquor vendors resulting in the aliena-
tion of adivasi lands and their becoming ienanis and bonded labourers;
victims of forced exactions, indebledness, torture and sexual oppres-
sitn. Symington, & British official with a particularly keen insight into
the problems of the adivasis in Thane, while writing in 1939, cited
another official statement by Orr made in 1895 and in the process
underlined a basic relationship between education and the economy of
the adivasis which is valid even today. These officials expressed their
concern at the impact of the British land and forest policies on the
adivasis and their scepticism about education, in isolation, a5 a solu-
tion.

We arc sometimes 1old that in the trismphant march of education
these backward tribes will some day learn (o protect themselves
against the people who are now robbing them of their lands, But
g before “education in its triumphant march” has got any-
where within reach of the Warlis, every inch of thekr land will have
passed 10 their masters, and they will have no land on which 1o
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illustrate the advanupes of education. Besides, it s their very
poverty, resulting from the enormous share of the produce of the
soil thit they must give 1o their masters, that bars the advance of
education: they must be constantly in search of their dadly bread so
thiat they cannot spare time for education.

And Symingion imself added in 1935%

Mr. Orr’s prognostication regarding the march of education has
beenonly too unhappily fulfilled; but nothing as yet has been done
o sty the process of the land passing out of the ownership of the
il inhabitants or W save them from oppression even as tenanis®

A militant phase of adivasi struggle began with the entry of the
Kisan Sabha in 1944 and continued till 1948, The dialectics between
peasant organisations in the region and the post-independence, state-
initiated land reforms and development measures have resulted ina
predominantly poor peasant and agriculiural labour, subsistence
economy in single-crop, min fed agricolture for the present day
adivasis. They are dependent on the siate and a class of landiornds,
capitalist farmers, traders and creditors for cmployment, inputs into
agriculture, and for credit for tiding over the lein months. Alienation
of adivasi lands continues, with increasing deforestation and restric-
tioms on the use of the forests. The adivasis numbering 729,424 formed
21.76 per cent of the wial population of the district which was
3,351,562 according to the 1981 census, Over a period of a little over
a 150 years, today's adivasis have been hustled through several modes
of production tosuit the hegemonic interests of the larger economy --
from hunting and shifting cultivation 1o settled sgriculture and then o
tenancy and bonded labour; and finally, in the present, to indebied
poor peasants and agriculiural Inbourers. This social history was
surely not the appropriste basis [or the demand for literacy (o arise.

The comments of Syminglon méde in 1939 are still valid today,
with the difference that from being wenants and bonded labourers the
idivasis have been converted to becoming indebied poor peasanisand
agriculiural abourers. lliteracy is an expression of the subordinale
status of the adivasis within this trajectory of development, And yet,
literacy is undoubtedly an important facior in a process of change in
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this position of the adivasis. In a subsequent section, ong suggests that
the efforis of the political groups in the region are a possible solution
10 this contradicion,

The Scenario of Adivasi [llitcracy

Table 1 presents a picture of the position of lileracy among the
adivasis as compared (o that in the total population in Thane district
according 1o the 1981 Census. It also indicates the availability of
educational facilities in the villages, While the literacy rate in the wtal
population in the district is 50050 per cent, higher than that of the siate
(47.18% ). the adivasiliteracy is only 14.4 per cent, even lower than that
for adivasis in the state (22.29%). Whereas the former may be ex-
plained by the relatively betier performance of female literacy within
that for the general population in the district, the latter represenis a
dismal picture of both male (22.34%) and lemale (6.29%%) literacy
among the adivasis in the district. The wlukias of Palghar, Dahanu,
Talasari, Jawhar, Mokhada, Wada, Shahpur and Muorbadwhich extend
into the interior forested and hilly belt of the district and hive a greater
proportion of adivasis, display poorer levels of adivasi liveracy than the
talukas of Thane, Vasai, Kalyan and Ulhasnagar which are more
urbanised and hivve a pre-dominantly non-adivasi population. Rural-
urhandifferentials in literacy rates vary sharply and the concentrations
of adivasi population in rural arcas reinforoes this difference. Against
a literacy rate of 3858 per cent in the general population in rural
Thane, the same stands a1 65.46 per cent in urban, Female literacy
among the adivasis follows the above rupal-urban patiern, being
extremely low in general (6.29%) and comparing unfavourahly with
that of the males (22,349,

There has been a remarkable increase in the rate of literacy for the
total population in the district. The progress has been tenfold from
1901 (5.31%) o 1981 (M1.309%); with a doubling of the rate since
around the time of independende in 1951 (24.34% ) and a near tripling
of the rate of female literacy from 14.19 per cént 1o 40,15 per cent, for
the same period. This has been primarily due 10 the urbanisation and
industrialization of the district with an influx of a non-adivasi popula-
tion, In fact, the proportion of adivasis decreased from 30.29 per cent
in 1961 1o 21.76 per cent in 1981. Another important factor respon-
sible for the general progress in literacy has been the increase in the
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number of educational institutions. The number of primary schools
increased from 1775 in 1960461 10 2562 in 195081 and the sccondary
schools from 83 1o 261 for the same period.” Table 1 indicates that by
1981, 95 per cent of the villages in the disinct had at least one
edocational institution. At present there are 183 balwadis, Toashram
schools and 830 adult education centres in the district and they have
the adivasis as a special focus of attention.”

However, the slow progress of literacy amang the sdivasis stands
in sharp contrast 10 that in the general populition and has remained
so despite stiate effons in cducation. Table 2 gives a sharper picture of
the comparative rates of literucy for the genceral population excluding
the scheduled castes and tribes, and for the Rater, for the vears 19461,
1971 and 1981, Ior which some comparable data are availabic rom the
Census, The literacy rate for the gencral population eéxcluding sched-
uled casies and tribes shows o marked increase over a higher range
from 42.32 per cent in 1961 10 61.09 per cent in 1981, The scheduled
tribes, in contrast, areable o build on an extremely low base ol 4.67 per
cent in 1961 1o achieve a rate of 14.41 per cent in 1981, The poor rale
of female literacy among the tribes is all the more a pparent whon one
compares it with that of the scheduled castes and the former category,
especially for the period 1961-T1. The scheduled castes have a low
proportion in the total population of the district and are mainky found
in the urbanised alukas,

It seems clear that this relative stagnation in sdivasi literacy is not
for lack ofan infrastructure of educational institutions. In Fact, Tabje
| reveals that the very talukas of high adivasi concentration are the
ones that are relatively better off as far as the availability of educa.
tional institutions is concerned. The adivasi pattern of living in scat-
iered hamleiswithinademarcated village and the conzequenit diznoe
from the village school might panly explain difficulties in access, But
this in no way expliains the evident adivasi “resistance™ (o education
and the persistence of illiteracy despite state efforts by way of an
infrastructure of schools and wachers, The number of teachers in the
rural arcas of Thane district which stood at 8815 in 1981 and gave a
ratio of teachers per N0 of rural population of 4.73, does not
compare unfivourably with the ratio for the suste which was 4.90,7 The
sympioms of sdivasi non-enrolment and drop out from educational
institutions, cumulatively manifesied in illiveracy, might be more
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meaningfully explained by (1) the continuing subordination of the
adivasis within a subsistence cconomy and their inability w0 withdraw
liboiur power - even though it be that of the chikdren - from the
production process and to invest it in education, (2) by their unoer-
tainty that even il a deferred cconomic gratification were made through
present investment in education this would eventually bear Fruit in a
context of constrained employment opporiunitics and, linally, L.e. the
content, context and mode of transmiszion of knowledge within cdu.
cational institutions and i conflicts with the adivasi way of lilke.
Data collected in 1980F on two primary schools run by the Zilla
Parishad in a village in Talasari taluka provide a micro-view of some
of the immediate factors that might still be contributing 1o the poor
educational level among the adivasis at the district level. Both the
schools aught till Grade [V, the one in Patil pada starting in 1953 and
that in Wadi pada being esiablished earlierin 19449, Of the T children
registered in the two single teacher schools in 1980, only 3 were girls.
Table 3 pives o disiribution of the students in the schools over the 4
classes and for the period 197010 1980, The teacher reporied that onky
25 per cent of the children of the appropriate age group were regis-
tercd. Only 45 of the 70 children attended regularly. Poor economic
conditions, the need for child labour and the lack of 8 tradition of
education were some of the reasons for poor attendance, given by
teachers and parents. While books, pencils, slates and a set of clothes
were supposed 1o be given free of charpe by the Zilla Parishad (o the
adivasi school-going children, only 5 and 10 out of the 34 in the Patil
pada school benefitied from shites and clothes, respectively. Girls
generally studicd till Grade [1, and dropped oul, theireducation being
considered as a burden in depressed cconomic conditions and anyway
of not much wse liter. The data from the table indicate that us n general
trend only about 25 per cent of the children who entered Grade |, were
o be found in Grade [V, Only 37 children from the village schools
passed Grade IV, over the ten year period. Opportunities for study
beyond Grade IV were, at the time, by way of an Ashram Shala which
taught till Grade V1L in a nearby village, 15 students from this village
were reported 10 be making use of the faality. Only 8 children in the
villagewere reported (o hieve passed Grade VI over the past years, and
another 5 the high school. Two of ihe kitler were attending college.
According to the 1981 census, the male lileracy was 21.12 percent, the
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female literacy 1.02 per cent, and that of the 1tal population 985 per
cent, in this adivast village.

P. Prabhue and V. Suresh®, hasced on their close contact with the
field. describe the poor state of government-spnsored formal educs-
tion of the adivasis in the region:

By their (educational authorities) own admission, less than 15
percent of the state-sponsored schools function. Most schools
exist only on paper. Children are enrolled, taught, examined ond
promoted in the records alone. Less than 10 per cent of school
poing children enrol in school, OFf these, less than 10 per cent
finish higher school. In o population that is 90 per cent illiterate,
schooling is not at a premivm, Sending a child to school means
sacrificing a working hand. Sustained schooling is possible only in
the better-ofl families. As for the &0 per cent of the lnmilics who
migrate for work, schooling i impossible, Schools have failed
because the tribal does not demand edecation = o right. The
curriculom has no relationship with his lite at all. The motivation
of teschers is low, even those who are tribals from the area. The
reason why cducation has feiled as a development strategy s
because the tribals never wanted i in the first place. The rich
fixmilies 100k to it becwuse it promised a job. When only one per,
cent of the children in the school-going age finally complete
schooling, education cannot oven be considered & mived blessing.
Cmne conald call it o disaster.

The reason given [or this pessimistic assessment of the conditon
of the few educated adiviasis is the alienation and the schizophrenic
existence that awaited them in urban contexsts for which they were so
inadequately prepared.

The dismal scenario of adivasi education in the district provails
despite the efforts of several voluntary social welfare organisations.
Thewestern talukas of the district have, in particutar, been well served
by the zeal of these organisations which have been motivated by a mix
of humanitarian concerns, religious and politica)l ideologics and inno-
vative educational philosophies. A few examplis may be mentioned:
Prugati Pratisthan (Jawhar taluka); Balkanji Bari (Bapgeon, Dahanu
talukea); Vishva Hindo Parishind ( Talasari taluka); Maharashira Gopalan
Samitee (Sutrnkar, Talasari tluka); the institutions] comples of
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Grammangal (Dabhon, Dahanu taluka), and Gram Bal Shikshan
Kendra (Koshad, Dahanu taluka), moved by the inspiration of Tarabai
Muodak and Anutai Wagh; the educational network of the Gokhale
Education Society's Agricultural Institute | Koshad, Dahanu tajuks);
the Catholic Church, Jesuit mission inspired, Gnanmata Sadan { Tala-
sari taluka) with 11 elementary schools and 1 high school;, M.LD.
Society { Vadoll, Talasari taluka); Samajvadi Mahila Sabha, {Masvan,
Palghar Taluka), The ideological and cdwcational orientations of
these institutions with their social impact within the coniending
hegemonic processes in the region, could be a subject of a study by
itscll. What is clear is that they have not made & major impact on
adivasi illiteracy. We might now turn 1o the activities of some political
groups which offer a contrast to the foregoing institutionalised cduca-
tivnal progmmmes of the state and of voluntary agencics with a
welfare orientation.

Education as Political Action

| hiave chosen three organizational formations: Vana Niketan -
Shramik Mukti Sanghatana, Vidhayak Sansad -- Shramjivi Sang-
hatana, and Kashiakari Sanghatana, because in their history, over the
last 10 vears or 30, they illustrate movements overlapping strategic
oplions that are available o voluniary groups. The (irst two initiated
their activities with a developmental and perhaps even a wellarist
orientation and then shifted emphasis towards poditical action for an
alternate process of development. The third appears to have lnunched
itself quickly onto the plane of political action. All three viewed
education as part of concerted action for social transformation.

The Fana Nikeran was established as a rural development project
in Murbad taluka, Thane district, in 1981 by four professional social
workers, This was a follow up to the fickd placement of students from
the College of Social Work, University of Bombay, in 197980, The
first few years were Spent on surveys relating 1o education, encroach-
ments on lorest lands and practitioners of herbal medicine. Cultural
festivals for the adivasis, exhibitions and adult education centres were
some of the activities during the carly phase. In 1985 a people's
organisation, Shramik Muki Sanghatana, with a coliective agitational
thrust was formed and in carly 1986 the Vana Niketan discontinued its
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relation as a domonstration project of the College of Social Work, but
continued a5 & newly registercd development organisation,

The organisation has presently spread its influence from Murbad
tluka over the neighbouring Kalvan and Shahpur tihokas and works
among the Thakur, Katkan and Mahadev Koli adivasis, in that order
of imporance. It works in 90 hamiets spread out over 4 villages
through Shramik Mandals or village commitices, Four adivasi full-
time activisis, apan from five adivasis who work part-time and three
midadie class activists, devote their encrgics 1o the organiztion. Much
emphasis i placed on popular initative through collective decision
making, where the process of forging a “strong people’s movement
wilh enlighteéned Iocal leadership™ = considered more important than
the outcome of that process in immedinte coonomic gains. The organ-
isation is active on issues relating w land, rights 1o the forest, enforce-
ment of the minimum wape, the emplovmeni guaranice scheme, the
freeing of bonded labour, drinking water facilities in adivasi villages,
health and culture. Apart from the social awareness penerated on
these issuis through village mectings and demonstrations, cducation
is carried on in 8 more structured manner through 10 non-formal
educational centres and five balwiedis, in cooperation with the Gandhi
Trusteeship Foundatfon, Bombay. Filicen training camps for adivasi
youthand eight forwomoen in particular hisve been conducted. Scienoe
wwareéness marches have boen organised with the assistance of the
People's Science Movement, Bombay, The focus of these marches is
on ending superstitious practices, environmental education and on
fostering a scientific outlonk,™

A recent joint initiative of the Shramik Mukti Sanghatana and the
People’s Science Movement has resulied in preliminary work towarnds
seiting up a "schikdl” — Jeevan Shikshan Shala -- for non-schoolgoing
adivasi children, 12 10 13 years of age. By this age most children aire
forced by circumstances 10 hecome regulsr agricullural labowrers in
the region. The aim of the “school” s “1o give opportunitics w ihe
children who have been deprived of educition, 1o prepare them to face
a life Full of struggles at all bevels and 1o @ke decisions of their own 1o
solve the problems of the community™." The work will initially con-
centrate on Murbad taluka snd hopes o spread 1o the district with the
assEiance ol other mass-organisations. The rotal duration of school-
ing will b 30 days, split up over four units of six davs each, held in
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differant hamiess, followed by three follow up camps of two days cach.
Twenty bovs and twenty girls have been sclected for training during a
workshop for children held from May 9-16, 1988, when about 6l
children had turned wp. The twpics selected for the "school”™ are:

Literacy and numeracy that will provide basic reading ability and
the arithmetics of adivasi monetary IFnssciions, Mesurcments
of length, area and time and map reading;

The anatomy of humans and animals leading o an understinding
of healrh, illness and medicine, Man's relition with the environ-
ment and the issues of healih and deforcsiation ensuing from o
browk in these relations;

The social history of the adivasis, their culiural traditions, Man
the producer, forest and agricultoral praciices and government
schemes [or the adivasis,

The themes, as miy be observed, cover the broad framework of
literacy-numeracy, basic functionality and soclal awarencss, and in a
manner thal would be relevant to an adivasi comtext, Fortnightly
meetings and lield visits for the volunteers of the People's Science
Movement are being held from July 17, 1988 as 3 preparation for the
non-formal “school™ that will be held in four sessions, from December
1988 1w May 1984,

The Fidhayak Sansad is a registered trust started in 1979 with the
aimof rural development withsoclal justice, Stanting as a health cenire
based in Dahisar village andserving 12 villages in Vasai Taluka in
Thane District, the organisation has spread its sctivities o the Bhivandi
and Wada Talukas, in addition to Vasai, [ts work is among the Warli,
Mahadev Koli and Katkari adivasis, in that order of imporiance. Apari
from the health centre, a creche for the children of working women,
babwardis, libraries for children and adults; income-generating schemes
like hasket-making and goat-rea ring were a feature of the first phase
of the programmes,

This social wellarist approach with individualised assistance 10
bencficiaries was soon confronted with the socio-economic context of
the lives of the adivasis, The major problems was at the level of the
social relations of production: the question of bonded labour and
indebtendness smong the adivasis. A sister organisation, Shramafivi
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Sanghatan, was registered as a trade union in PR, Toaddressed iscll
1o the problems of agricultural lshowrers and marginal Earmers. So lar,
496 adivasis have been relensed from debt bondage through a mix of
agitations, writ petitions, appeals through the media and the legisla-
ture, and supportive mesures for the released sdivasis. The thrust of
intervention gradually shifted from an individualised welfarist ap-
prioach 1w a developmental approach which, while atlempling i
provide inputs 1o raise the forces of prodection, confronied the
exploitative social relations through collective seélf-assertion. The data
on the organisation suggest that accompanying 1hes oon{lciul prod-
ess, cooperative forms of allernatives (o individoalised, agriculiural
subsistence were attempred by way of cooperative production units for
brick-making and horticulture, grain-banks o tide over the lean
months, and social reform measures fike group marrisges and drives
against alcoholism 10 counteract indebtedness. To encourapge locil
participation and lcadership, 102 village commiitees have boen setup
and training camps have been initiated. The organisation has, al
present six full-time adivasi acuvisis and four non=edivasi ones from
the urban middle class,”

How does the foregoing relate torcducation? [ think it is throogh
the generalised critical social awareness that is generated through the
process of struggle for collective development and the specialised
study camps for adivasi leadership. Thesc camps were organised inthe
months of September, October and November from 1985 onwards for
three days each month. A wotal of 122 adivesi activists have been
trained, the vast majority of whom are illiterate and without any formal
education, A panticipmory approach bised on a collective critical
review of social experienoes was a characteristic of these camps, [t had
the advantage of generating solidarity in the process of a scarch for
solutions and directions. By moving [rom the concrete to the abstrac
ina collective process of critical thought, the camps attempted 1o, and
from all indications, succeeded in, bridging the gap beiween the
individual and the collective, between thought and action in ihe
process of transforming the actual situation, The broad opics cov-
ered, and in an order of ghstraction and gencralization, were guestions
related (o land, issues in dealing with the police and the courts, the
government's development schemes, and local geographical knowl-
edpe, The bocal sell-governing bodies such as the gram panchayat,
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panchaya samity and zilla parishad and the mechanisms ol exploita-
tion were a second set of subjects of greater complexity, The sessions
would end with an introduction 10 scientilic ohservation through
dissection of animals and the use of the telezcope and microscope.
Selected activists trained in one programme served as Lrainers in
succeeding camps, The trainces were given sclion-oriented lasks o be
performed at the police station, gram panchaya office, the revenue
office and the village school.” The trainees who emerged from the
camps were centres of a ripple effect which spread at the village level
tovarying degrees through informal discussions and meetings with the
village commiliees.

Thereis nodirect emphasis on literucy al the camps, exeept for the
capacity tosign one's name. The walls of the huts aroumd the training
camp are covered with symbols, models, graphs, slogans and pictorial
itlustrations. The adivasi trainces, the vast majority of whom arne
illiternte, are given a pencil and notebook and encouraged w Gl itup.
This provides an initiation into the symbolic sysiems implicit in
literacy and numeracy. Group Songs, pames, group repork-wiriling,
role plays and dramatization are other modes of instrection thist are
used ina context of illiteracy and o consequent limited capacity for
abstraction. The non-adivasi activists of the Shramjivi Sanghatana
beclieve that crivical awareness creates thesociel basis fora fell need for
literacy. That basis exists at the moment and the next step would be 1o
move on 1o literacy, The trainces have already experienced the need
For literacy and seek it out through literste members of their village
community. As one literale activist put i “If social ywarencss is
lacking, consistency in alicnding o lierscy projramme becomcs difll-
cult for the adivasl, ITwe organise the literscy clisses now (.coafer the
social swareness training ) we will get a tremendous response”,

Education understood in its most meaninglul sense, as the pen-
eration ol 4 critical social awareness, is intlimately imerwoven with the
activities of the Kashrakari Sanghatana, The organization sums up its
activitics in “five basic concepls: Janashikshan, [anajagruti,
janakarya janasanghatana, janashakii; people’s cducation generating
people’s awarcness expressing isell in people’s action leading w
people’s organisation and finally colminating in people’s power™,
The organization was initiated in a context and, 1o a large éxient, as a
resultof “people’s education™. leominued for the first few years, aficr
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its founding in 1974, with an infensive cducational programme linked
(o action . Repression from the state, the dominant lsndlord-trader-
moneylender class in the region and from an unexpected quarter, o
competing and carlior mass organizstion in the region-the Kizan
Sabha (CPIM), forced it w0 cot down on many of it activities and to
take a defensive stance afier 1982, especially in Talasari taluka. Innu-
merable court cases have also contributed to draining the energies and
the meagre Mnances of the cadres, diverting their attention Trom more
urgent tasks. s inflecnce s presently 1o be found in the Dahan,
Jawahar and Mokhada mlukas and predominantly among the Warli
adivasis.

During the initial years, weekly meetings used to be held in the
villages with the adivasi men and women. The discussions would be in
the [orm of a collective analysis of the context and causes of poverty,
an understanding of self-worth and the need 1o take individual and
collective responsibility for changing one’s conditions. Two-day camps,
youth festivals of a longer duration, special camps [or women and
meetings with other activists/organizations. such as the Bhoomi Sena
in Palghar siluka and the Shromik Sanghatina in Shahada taluka,
Dhulia district, were some of the activities during the early phuse. The
organization visualised adalt litkeracy, health camps and agricultural
training camps as building on this social basis of critical awareness,
responsibility and action. [t explains i1s educational philosophy thus:

The Tundamenial objeciive al all this cdueation has been 10
encourage the people 1 posit an act of freedom, The free process
of education docs nol domesticate the mind and 1he will of the
learner as happens in the course of formal cducanion. We want our
educiation 10 be the starting point of freedom. The awareness
which takes place in the process of people's education, that takes
Mace continually, 5 also understood inan sct ol affirmation, the
act of affirmation of confidence in onesell, Hence the awarcness
begins with the discovery of each person as a dignified human
person. in the festivals we call it the theory of sell image. The
image the people have of themselves §s what determines their
hehaviour and so a people acting for freedom must begin 1o
understand themselves as free human beings, people whom the
bondage of poverly and deprivation, the marginalisation and
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dehumanizition will not crush. The awareness of the human
person lexds to the diseovery of the dignity of the other perion as
well.”

Action resulting from understanding led 1w s second act ol al-
firmation, that of a sense of identity with the Kushukari Sanghatana
The organised or spontancous actions of the people have heen classi-
fied in the [llowing manner:

. stop illegal monev-lending

b. recover money illegally taken from the people by moncylend-
ers, shopkecpers, merchants, cie.

¢, recovery of onpaid wages by grass merchints, forest contrac-
tors, labour contraclorns, e,

d. resistance and demand [or stopping acis ol beating, harassment
by shopkeepers, merchants, e,

¢. resistance 10 highhanded behaviour of shopkeepis, supenvi-

sions of landiords, ¢le

Other types of BSues/factions huve been “w establish rights that
are due 1w the peophe under the various development sehemes of the
EovErnment”, 0 resist the extortions of povernment officils, espoe-
cially those of the police. revenue and forest departments; the slicna-
tion of adivasi Bands 1o the landbords and traders: w ensune work and
wiges under the Emplovment Guaranice Scheme (EGS) of 1977,
isspes related to the fores, Le. the regularization of adivisi encrisieh-
menison the forests, commercial deforesiation and social foresiny the
formation of common platforms with other organizations on ssues
relating to the EGS, state repression, on Lhe women's question and on
the regulariztion of forest kinds; the anti-drunkenness drive; and
[inally the attempt 1o establish alternate forms of cooperative activity
through committees o setile internal disputes, through grain banks,
mutual labour assistance, joint cultivation and group marriages, All
these gctions have been accompanicd and followed by rellection in
informal village groups, in mectings of village committecs and in those
of the coordination commitee of the organization.

The methods of education are lectures, group discussions, case
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study, simulation exercises and role-play, Skits, songs, recitation of
stories and the use ol symbaols are cultural activitics that are integrated
into the educational programmes. The [ollowing is & vivid record of
one of the simulation exercises that has been used tostimulate pnalysis
of concrete every-day expericnce and action:

A skinny, scantily dressed woman joins the group. She walks
noiselessly and coveringly around the circle, clutching a lump of
carth protectively. She stumbles once or fwice, manages Lo regain
balance. The third time she slips, she falls, the lump of earth form
her hands poes crashing to the earth and crumbles. Franticully she
irics o draw the fragmcnis ogether butl i3 unable s do so. In
desperation she makes four piles: near one she places a boitle;
nicar the next some money, besides the third she places a few grains
of paddy and the founh she retrieves and holds carefully o her
bosom. She lies prostrate for sometime and then withdraws,
The effect is clectrifying. The participanis watch in stunned si-
lence, from somewhere in the circle, a stifled sob iz heard, Slowly
and painfully they begin o respond. One crushes the money
heneath his heels, symbaolic of driving the moneylender away,
another kicks the bottle, doing away with, drink; a third anempas
1o collect the mud, he is joined by another and yet another -
symbolic of the collective attempt 1o regain the [and. To Somwari
and the others, the challenge dawns: take responsibility for your
own life, unite to change the present, 10 ¢nsure a better future,
There is no indecision. Somwari hecomes one with the Kashtakari
Sanghatana.'’

The organisation places heavy emphasis on collective participa-
tion in the process of planning, execution and reflection on actions,
secing iLas a “ process of peer group learning rather than a programme
from the top.” The non-adivasi activisis in the organization are aware
of the problems of political education in the context of a culture of
illiteracy reinforeed by socio-economic exploitation, as may be secn
from the following record:

With the bulk of the members and a considerable proportion of
the village cadre being illiterate, the theoretical formation of the
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cadre and the political education can take plice only by word of
mouth. Further the adivasi langoage being relatively simple wath
few ifany conceptual terms, communication of conceps hecomes
difficult. The third factor being the simplicity of the people which
necessitates the over-simplification of complex theoretionl mat-
ters. The combination of the three making the process of political
education tedious and show, Every maticr nocds 10 be cxpliined,
nothing can be left for privale reading and stody, '™

In Angust 1986, the organization arrived o1 s political understand-
ing with the Lal Nishan Party.™ This has elfectively given it some
legitimacy in the eyes of the rival organization, the Kisan Sabha
(CPIM), and has reduced the tension between the two. The Kashtakari
Sanghatana has recenly proposed to build on the hasis of the politcal
awnrencss gained in the process nfﬁ.iruggi:: for the eeo-political righis
of the adivasis, through a more inteasive focus on aliernatives, espe-
clally in the area of adivasi medicing, forestry and education.

Asastep townrdsan allermale conpetitive health progrmmes, the
organization plans holdinga training camp from March 2510 April 24,
1989, Two representatives from each of 10 village health collectives
consisting of 20 familics each would have an opportunity of interacting
with practitioners of ayurveda, acupunclure and homeopathy, so as 14
supplement their traditional skills in jungle medicine, This allernative
which is considered “meaningful, based on peoples” resources and
mandgeable by the people”, hopes 1o incorporate the skills of the
“Bhagat”, the sdivasi medicine man,

The organizatlon alse visualises a non-formal educational pro-
gramme thit would be close 1o the cultural and sconomic context ol
the every-tay lile of the adivasis, Fables that are part of the oral
tradition among the adivasis and illustrate the conflicts Bced by them,
have been picturised by the adivasis in (their bocal art form. These will
be used us the mediom and the basis of a litcracy programme that will
be articulated with the informal teaching-learning situations and
sogialization processes in the culture of the adivasis, and the conflicts
experienced at the level of the social relations of production, The
following are samples of two fables which convey the popular under-
standing of how, through liguor and money lending. two communities
of non-sdivasi settlers in the region expropriaied the adivasis of their
posscssions and their very persons:;
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A tribal managed (o keep the messenpers of JAM (God of death)
at bay. The forest was his ally in the task. JAM angered at the
disappearance of his messcngers. was intrigued as (o how it could
have happened. But he was at a loss as (0 how it happened. He
decided o come down 1o earth in the form of 8 Parsee, Heset up
a8 KHOMAR (liguor distillery and shop) in a tribal village and
offered liquor to the tribals. News of his munificence spread far
and wide and thére were willing guests. The tribal together with
his father in law heard of the Parsee’s bounty and decided 1o visit
the liquor shop. While they sal and drank, the Parsee listened 10
the idle chatier of his guests. From the boasts of the drunk tribal
he learnt of the trick by which the messengers of JAM had been
foled and imprisoned in the forest. The Parsee challenged the
drunk tribal to give prool of his feat. In s stupor, the tribal led the
Parsee 1o the forest and revealed the sceret. The Parsee then shed
his dispuise, his messenpers rushed out and grabbed the spirit of
the tribal and went back o thewr heavenly abaode.

The Marwan or Vani money lender s porirayed as g bandicool
who meets awoman refurning from the frest with a headload of
firewond. He requests the woman to take out a thorn embedded
in-his ail, While king the thorn outb, the mat's tail breaks, As
compensation, therat takes away hersickle. Heollers thesicklbe to
a man splitting bamboo with his teeth. When the sickle breaks he
takes away the baskets that the tribal man was weaving. He offered
the basket 1o yel ancther tribal farmer who was carrving the grain
from the threshing Moor in & leal, When the basket breaks afier
use, he takes sway the drinking water pot. The pot s offered 1o
another set of farmers who lack the means to carry water to their
fields. On breaking the pot, the rat takes away the produce of the
ficlds which he offers 1o vet another family who are starving. The
food is consumed, and the rai takes their cattle in exchange. He
comes across vel another iribal who is forced 10 use his wifc as a
beast ofburden to pull the ptough. Fle offers a bull. When the bull
finally dies, the rat walks awoy with the iribal’s wife®

Itis hoped that a literacy programme based on popular “commaon
sense” and linked (o the ongoing struggle for exercising political
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control, will be an added weapon in the process of social transforma-
tion.

Conclusion

The theoretical argument which emerges from the foregoing data
gathered from field visits, interviews, observations and secondary
sources, may be briefly stated as follows:

The vast majority of the adivasis in Thane district, as a result of a
historical process of economic domination by landlords, traders,
forest contractors and creditors, find themselves woday as indebled
agricultural kabourers who are seasonal migranl workers in grass-
cutting and in the industrial informal sector: as poor peasants who are
unable 10 eke out a subsistence level of living from their uneconomic
holdings in single crop, rain fed agriculture; and finally as labourers
whoare bound invarious forms of contractual arrangements as a result
of indebtedness. The inequitows relations atl the economic level are
paralleled and reinforced by a progess of coltural hegemony, of which
education must be seen as a part. While this hepemonic process fails
to entice and allocate the vast majority of adivasis within a trajectory
of capitalist development of agriculture and a structurally unedual
industrial society, it resulis in a gradual destruction of adivasi wentity
and & commercialization of adivasi colture. In culturally hegemonic
and socio-cconomically polarised comexts, the process of transmis-
sion of knowledge in effect becomes an implantation and, thus,
alicpating. The few adivasis whio gre able (o attain the centification
levels of this alien educational system are allocated 1o lower middle
class positions in the government administration, in the soctal welfare
programmes and in the educational system itsell.

Formal education undeniably provides a ceriain competence
within this adivasi context, 3 major aspect of which would be an
initiation into middle class status and functioning especially for the
fewwho are second generation, learncrs in the formal system. The vast
majority of adivasis look on the formal education system with awe, as
a ritual that they can ill afford because it {s irrelevant 1o their immedi-
ate needs, The symptoms of this stance are the incidente of non-
enralment, stagnation and drop-out, cumulatively manifested in illit-
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eracy. Hliteracy, in this particular adivasi context, may be secn as a
rational strategy for survival in the context of subsistence agriculiure;
a withdrawal from an alien system which in is context, content and
mode of transmission of knowledge is considered unrelated to immoe-
diaie eco-cultural demands; and as an acl of resistance and prescnd-
tiom of culiural identity.

The majority take recourse o the more sponlanecus osiroe-
tured 1eaching-learning processes that are buill into their every-day
life socialization and their strategics for survival within conditions
below subsistence. Theseare, for instance, the transmission of agricul-
tural, food gathering and forestry skills within the domestic sphere, at
the level of ecomomic production; the gynaccological and child-rear-
ing skills transmitted through the “dai™, at the level of biological and
social reproduction; and at the level of cultural reproduction, the mic
of the “bhagat™ in giving 4 sense of cthnic identity 10 the people
through rituals al various ceremonical occasions, enchantations re-
luted to the agriculturai cycle and through his practice of herbal
medicine, P. Prabhu snd V. Suresh™, sctivisis of the Kashtakari
Sanghatana, observe that sociaibsion of the adivasi children is free
from enforced discipline and corporal punishment. Organic learning
takes place in the company of older children ind adults. Al the age of
4-5 they function as “balgyas™ (child sitters), then become “govarni™
{cowherds) at the age of B-9, The boys soon graduate 1o being “nan-
grva” {ploughmen) and fishermen and the girls to mature female oles
such as collection of Todder, firewood and manure, sowing, weeding,
transplanting, harvesting and winnowing. Disputes and negotiations
are seitled publicly, thus providing a learning cxperience al a tender
age. These informal teaching-learning situations involving the com-
munication of knowledge are considered directly and immediaiely
relevant,

There exist a range of ¢ducational offors sttempting (o confront
the problem of adivesi illileracy in Thane district, There is no hasic
difference between the formal educational institutions of the statef
local self-governing bodies and those of the voluntary social welfare
institutions. A social welfare approach thit visualises education as a
rescue act, an exercise of patronage of individualised beneficiaries who
are objects of a process of transmission of knowledge, 5 4 commaon
characteristic of both these efforis. Among the latter institutions, one
might find a few noteworthy attempis (o bridge the contradictions at
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the level of culture, by integrating elements of sdivasi practice into the
educational programme and 10 relale educalion w the economic
needs of the adivasis by 1aking education o their doorsteps and
imparting training in functional skills. Some of them are marked by
their humanitarian concern for identifving and nursing a mincrity of
adivasis through the educational system. Religious and political ide-
ologies playan important part in these educational efforis from above,
and the adivasi objects of patronage become show pieces and depend-
able clients entrusted with the task of winning over a wider circle ol
clientele [rom among the adivasis. However, both siate and voluntary
social welfarist effors in educition in the region have in commasn a
near total neglect of the contradictions of the social relations of
production which form the real context of adivasi agricultural subsis-
fence. These contradictions find no reflection in the context, contenl
and mode of transmizsion of knowledge in formal education. In B,
despite the humanitarian concern, the elfective throst i3 owards
weaning awiry a minority from the process of resolving these contridic-
tions, Voluntary cilort ininstitutionalised cducation in the region may
be seen, in effect, as 8 more elficient instrument than that of the siaie,
for the socisd reproduction of the relations of production along the
lines of the state-spomsored strategy of development.

I the essential components of the Adult Education Programme -
hiteracy-numeracy, fonctionalily and social awireness -- may be under-
stood in @ general, conceptual and symbolical manner, as the basic
windows 10 [iclds of knowledge and hence as integrating principles of
even the formal educational curriculum, then the educitiona)l efforts
of statc and wellare agencies may be scen as having a major focus on
literacy-numeracy, with some degree of Tunctional allocation, within a
differentiated and-alicn sysiom, fo ihe ol negleet ol action for social
transformation based on eritical soctal awareness and political asser-
tion of identity. The foregoing analysis and what follows might suggest
an implicil continuum within the educational process:

1. From the ritualization of a symbolic system and its knowledge
contentl invalved in the mnsmission of “litcracy-numeracy™,
and a special arca of focus of the state’s socinl welfare approach
[ey education;

2. 1o the communication of & “technologically™ relevant knowl-



The “Soctafisarion’' of Crivical Thoughy 105

edpe with the function of allocating o middle-cluss professions
within an ineguitably structured status qud, as may be found in
i few innovitive attempts in voluntany wellare agencies that
comhbing literacy-numeracy with some degree of “functional-
fny"™;

3. And finally, and in a manner suggesting i break in the contine
uum, the generation of awarcness of the conflicting context of
survival for the adivasis, itscases and alternatives as implicit in
“social awareness"”, and which forms the primary concern of tha
non-party political groups in the region, One might then see
that the levels of voluntary mediation botween state and socicly
corrgspond o preferred educativnaldevelopmental thrusts,

In contrast o the social welfarist approach 10 edudation, One sees
the educational cfforts of the non-party political groups in the region
[ocussing on “social awareness™,. The former is confronted with the
dichotomy of, on theone hand, providing the adivasis a seloctive acoess
o an Melitist™, Ygood™ education, pearcd Wy and cmansting from
industrisl and urhan comexts (an example is the Navodaya Vidyalaya
approach), within the constraints of lnance and the lmied copacity
of the economy o absorb this cducational output; and on the other, in
its search for relevance, offering a wiatered down education, “appro-
priate 1w the necds of adivasis in their present location within asharply
polarised rural and sgravian structure. The approsch of the political
groups offers a perspective for resolving some of these contradictions
whichare confronted by the more institotionlsed formal educational
process al the cultpral-and économic levels of sdivasi exisicnee by
linking education 1o the political act of gocial iransformation along
the lines of an alternete development sirategy, They see their educi-
tional programmes as offering a critique and 4 possible corrective o
the more formalised processes of ransmission of knowledge. Some of
these organistions-Vana NiketnShrmik Mukti Sanghatana, Vidhayak
Sansad/Shramajivi Sanghiang have indtigted their efforts on an eoo-
nomic developmental plane by attempting 1o provide training, tech-
nological and organisationad inputs within the siagnant forces of
production. This has been done in o participatory and collective
manner, They soon moved loa political plane as theywere confronted
with the need 10 resohve, through agitaional means, the contradic-
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tions of the social relations of production which enmeshed the lives of
the adivasis. This demanded a change in organisitional strocture and
linkages, with sister organisations being created. The Kashiakari
Sanghatans appears 10 have staried directly with a more political and
agitational thrust, resulting in heightened repression. All thesc organ-
isations kaid heavy emphasis on the peneration of 8 cnitical social
awareness through proup discussions in the adivasi villages and train-
ing camps for activisis,

These processes are o sell-consciously “educational™ in charac-
ter ina “formal™ sense, but contain an inbuill component ol transmis-
sion ol knowledge, technological skills and social awareness as part of
a “formalised” process of social transformation. They have visualised
knmowledge io be not only an insirament of harmonous controd over
the environment fur grealer connomic returns, but also as a means Lo
empowerment through critical awireness and porticipatony organisa-
tional forms. Social franslormation s fiscll seen as an “informal™
process of education, The very relevance of these developmental
processes and thoir immediacy 1o the needs of the adivasis renders
them articulsted with the life of the people, so that ironically they no
onger may appear as “educational™,

The non-party political groups — by mobilizing around adivasi
cultural identity on ccomomic issucs related Lo their subsistence ngri-
culture and through ertical awarencss, organisation and political
action for social transformation -- attempt o link the political with the
cultural and economic. They thus offer a perspective for resolving the
contradictions, between and at these levels, laoed by formaliscd adivasi
education. Abowve all, they create a climate of critical social awarencss
and political sction which generates a feli-need for literacy -numeracy
and functionality, in a more relevant formalised educational pro-
gramme. The major question is: Can an endogencous system of
trunsmission of kninwledge and competence be evolved which eriti-
t‘.:lllyqucﬁlil.:lm andd masbilizes inla action in the very process of runs-
mitting accumulated human reflection of the socio-economic context
of people’s relation with thelr environment”? One sees the elforts of
these political groups as a lentative answer o Vhis question. These
non-formil educational processes in adivast regions suffer from an
illegitimacy in comparison with the more formalised sysicms of edu-
cation, They are, aller sll. stempling 1o set in motion an alicrnate
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hegemony whose future will be decided by a historical process. “Sci-
ence” can definitely lend its critical support 10 these “common sonsi-
cal” approaches w the “socialization” of critical thought.
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India’s Mass Education Programmes -- A Critical
Analysis

Anita Dighe

Democracy is unique among the various forms of government in
that there are special links bétween it and education. It has thus been
substantively argoed that there S a political requirement that the
citizens of democracy should be edocared. All regimes, in order o
sustain and survive, require some mieans for socialixing the voung in
the roles they are expected 1o play in society. “Despotisms, for in-
stance, would seem likely 10 function more efficiently if the habits of
fear and obedience are inculcated (rom an early age. Politics based on
distinctions of class require habiis of deference and respect, religious
and totalitarian s1ates depend om indoctrination into the official faith
ind 50 on™ Indeed, it is characteristic of undemocratic regimes o
regard education as unnecessary or even subversive, While it might be
possible that some monarch or dictator might promote some form of
education oul of benevolence or idealism, yet the very notion of a
monarch or a dictator would imply that this would not be necessary. By
contrast, democracy could only be so described if the citizens have
some measure of education. According 1o Wringe, education would
almost be as fundamental a requirement as the existence of a system of
voting for its citizens which would mean a process of making a choice,
and expressing judgement on the basis of information gathered and
assessed. A largely illiterate and uneducated electorate would thus
pose far-reaching social and political problems in the working of
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democracy. The present paper attempis (o trace the development of
the mass education programmes in India and to examine how, particu-
larly the adult and non-formal education programmes, have contrib-
uted to or hindered the building of a democratic order in this country.

Mass Education Programmcs in Post-Independence period

The school sysiem that developed in India under colonial rule was
cssentially alienating. “Because there was a lack of clarity regarding
which society and what place in society studénts were being prepared
for, colonial schools did not necessarily prepare for leadership in the
indigenous society nor for leadership in the colenial society. They
were designed 1o fit people into a world different from that in which
theywere born and in which their parents lived and worked."™ And yet,
ironically enough, it was the same system of education that hastened
the end of the colonial rule. In India, as in other colonial territories, it
fed 1o the raining and education of indigenous elites who were later
o become the leaders of independent India. But at the same time, the
elites and those who were products of such a system of education,
became divorced from the real needs, problems, aspiration of the rural
masses. The educational system, as the Indian society atlarge, retained
intact its hierarchical and inegalitarian character.

Tagore was among ihose who realized the growing estrangement
between cducation and life. According 1o him, an educational institu-
ton had 1o have a close association with all aspecis of life - economic,
intellectual, aesthetic, social and spiritual and had 10 have organic
links with its surroundings.

It must cooperate with the villages around it, cultivate land, breed
cattle, spin clothes ... it must produce all the necessaries, devising
the best means, using the best materials and calling science to s
aid. It's very existence should depend upon the success of its
industrial activities earried out on the cooperative principle,
which will unite the teachers and studenis and villagers of the
neighbourhood in a living and active bond of necessity.*

Tagore aimed al the education of the whole man and set as his
background, the whole of humanity. According to Sarkar, it was
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charscteristic ol him that he made life the centre, not the life of this
child or that, nor even a particular aspect of human life in preference
tosome other, but life asawhole, and itits richest and best, jointly lived
by teachers and stodenis* Hence the creation of asmall bul active unit,
the centre of Shantiniketan, but i centre that does not find a replica-
tion anywhere else.

Dwuring the Pre-Independence phase, there was considerable inter-
st in the problem of mass education in India. It was récognized that
the high rate of illiteracy (909%) was incompatible with democracy and
with India’s aspirations 1o become a modern state. While there was a
general consensus that in order to attack the problem of illiteracy a
two-pronged strategy of an adult literacy programme on a mass scale
alongwith rapid expansion of primary cducation was necessary, lack of
adequate financial resources became a Serious constrainl. As a result,
the then existing cducational system was criticized by all, but there was
a dearth of possible alternatives on how 1o cxpand elemontary educa-
tion within the available resources. [t was Gandhi who brought in the
concept of “basiceducation™ and thereby ushered a newera in the ficld
of education.

The main characieristics of basic education were:

I. free and compulsory education for 7 years on a nation wide
scale.

2. medium of instruction o be the mother tongue,

3. all the subjects to be taught through a ceniral basic craft chosen
with due regard 1o the environment of the child.

Socially, Basic education was to break the existing barriers of
prejudice between children of the well-w-do upper caste groups and
those of the lower caste groups by making them learn the same crafl,
It was thought that by doing so, gradually they would realiee the
importance of crafts inour culture aswell as, imbibe egalitarian values,
One of the special aspects of hasic education was productivity , for
apart from i1s economic, value productive work had a social and moral
significance. For by producing something that was useful 1o society,
the child woubd learn 1o become & uselol member of the community.
“Basic education was hased on the sound sociological principle that
each individual member of society must learn 1o produde and share the
fruits of education and culture,"

After 1947 the basic system of education was largely accepted at
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the clementary stage, During the five-year plans, & systematic eflierl
wis made either to converl the traditional primary schools into basic
schools or 10 establish new ones. Efforts were made 10 introduoce
imporant features of basic education in non-basic schools, orienia-
tion programmes were organized for teachers 1o reduce differences
between basic and non-basic education, a Natienal Institue of Basic
Education was st up in 1956. But in spite of various measures,
compulsory and universal clementary education was not successful.
The problem of stagnation and wastage sssumed gigantic proportions,
The confusion created in the sphere of elementary education over the
term “hasic™ persisted, The 4th plan did not show any enthusiasm for
basic education and as such no serious efforts were made beyond
strengthening it in carefully selected schools. By the Sth plan, the
concepl of basic education was largely ignored. Kurrien elaborates on
the reasons for its failure:

the conceplual framework necessitated 8 wears of full-time school-
ing, small teacher-pupil ratio, and extraordinarily highly trained
teachers, which the country was not capable of producing en
masse. This, in addition 1o the capital and maintenance costs of
crafts equipment, raw materials and farger schools, radsed the cost
of education, These expenditures were not offset appreciably by
the sale of handicrafts, made it more expensive than the tradi-
tional system and effectively cut short any potential it had for
becoming 8 model of mass education,”

Subsequent efforts at providing free and compulsory education 1o
children have been largely unsueccessiul as the problems of wastage,
stugnation and high drop-out rates have persisted.

The same could be said of the universal ed ucation of adults, action
onwhich was also started about fifty vears ago. Inthe thirties, there was
considerable concern over the problem of illieracy among the masses.
But there was soon the realization that mere lieracy was not enough
and that it was necessary 10 develop programmes of adult education.
Very soon, with the distovery that adult education could not be
divorced from attempis 10 bring about social change, the programme
was renamed social education. For a while, concepts such as “func-
tional literacy™ and “lundamental education” came inio vogue. Sud-
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denly, the concept of non-formal education caught the fancy of the
policy makers and planners in the early 70, [vwas, however, only in
1978, that the adult edwcation programme received some priority
attention for the first time and became the National Adult Education
Programme. The New Policy on Education (NPE) has once again
stressed the need for a two-pronged strategy of universalization of
clementary education through formal and non-formal educition, as
well as adult education. Despite all efforts, however, the fact remains
that 64% of India’s population still remains illiteraie and of these,
T5% are women. Even more disturbing is (the realization that with the
growth in population, the absolute numbers of those illiterate are also
increasing and that according to a Uncsco estimate, by the year 2000,
[ndia alone would have about S0% of world's illiterate population.

As mentioned earlier, it was in the early 70% that the concept of
non-formal education gained wide scceptance. ltwas the Reportof the
[nternational Education Commission set up by Unesco which wis
published in 1972 ander the title Learming to be that highlighted for the
first time, the failures of the formal education system and the necd for
developing non-formal education programmes. [t i imporant to
mention here that the origin of non-formal education also toincided
with the overall disenchaniment with the existing models of develop-
ment and & search for an alternsic model. As the policy makers and
planners began (o realize that the formal education system made only
a limited contribution 10 development, they pinned their hopes on
non-formal education which they thooght had the potential of con-
tributing effectively and quickly to the process of development. [n this
respect, non-formal education owed its origins more 1o the develop-
ment planners than W edvcationists as such. 11 was felt that in devel-
oping countries that had 1o grapple with the staggering problems of
population, food, health, snemployment, poverty, non-formal educa-
tion would provide the edocational and development solutions. The
immediate objectives for promoting non-formal education were thus
seen as

1o reduce the costs and improve the efficacy of the system of
formal education, to make education available 10 those social
groups (especially the underpriviledped and poor peaple }whoarc
now outside the educational system and 1o relate cducalion more
elfectively to development, especially in its immediate and long
term aspects.”
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The experience of the last len years and more has shown that the
initial euphoria with non-formal education and about its potential, is
now almost over. In many ways, the non-formal education program-
mes, especially for children, have largely been non-sLariers or in cases
where they have pot off the ground, they have mainly been poor
imitations of the formal system of education they were meant o
displace. Even with regard to the adult education programme, the
initial phase of admiration of Paulo Freire and for the relevance his
pedagogy has for Third World coontries seems 1o have been replaced
by a phase during which Freire has been coopied in various subtle and
nol-so-subile ways, Ina stody reporied in the early cighties, Kidd and
Kumar wrote: “The cooptation of Paulo Freire is an important aspect
in the political economy of education in the Third World woday, Our
study shows how a philosophy of liberationwhich originsted in a Third
World Country, can be used as a strategy for perpetuating depend-
ence,™ I would not be incorrect 1o say that, leaving aside somae
voluntary organiztions in the country that have made genuine effors
to understand the concepl of non-formal education -- whether for
children or for adults -- and to organize programmes that would bring
about 8 change in the lives of the poor people, the government-run
programmes have belied hopes of any major structural change being
brought about due 1o non-formal education. The mass programmes
thus far, whether [or adulis or for children, whether formal or non-
formal, have been sporadic, localized, or of short duration, and have by
no means democtatized education nor promoted democratic con-
SCIDUENeSs among those who have received such education,

Tounderstand why this is so it is necessary 1o examine whether the
miss education programmes run by the government have developed
democratic consciousness among those who participate in such pro-
grammes, In this contexi, it is worthwhile 10 examine what Paulo
Freire has said about Brazilian socicty. For what Frelre has sald about
Brazil would, in a large measure, be equally applicable 1o the Indian
experience. According to Freire, it is the lack of democratic experience
that is one of the major obstacles 1o the process of democratization.
And ifina sociely which lacks democratic experience and is characier-
ized by a feudal mentality and sustained by a colonial economic and
social structare, a formal democracy that requires dialogue, participa-
tion, political and social responsibility is ushered in, then expectedly
certain major problems crop up. It then becomes the special task of the
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educator “to help people learn democracy through the exercise of
democracy: for that knowledge, above all others can only be assimi-
lated experientially™.® In other words, people learn what participation
means through actual participation whether in the decision-making
process or as members of organtations, learn social and political
responsibility by actually experiencing such responsibility, Inthe adult
education programmcs, however, the common experience is thai
constantlyan attempt is madd to transfer knowled pe to people verbally
s0 that while the terms “dialogue”, “participation”, “mobiliztion™
are uwsed, it is as if lessons in democracy have to be given without
aliowing people an experience of what it means (o participate and o
CHETCISE POWET,

Mannheim has said that in a society inwhich the main changes arc
1o b brought about through collective deliberations and in which re-
evaluations have to be based upon intellectual insights and consent, a
completely new system of education would be necessary. For Freire,
the special contribution of cducition (o the birth of the new society
wiruld be a critical education which would énable people (o progress
Irom a state of naive consciousness 0 a stape where men and womin
assume an increasingly critical attitude 1wowards life around them. In
elabarating on the pedagogy of the oppressed, he says “the oppressed
unveil the mould of oppression and through the praxis commit them-
selves 1o its transformarion”™,'" What this means is that those who
recognize, or begin to recognize, themselves as oppressed must be
among the developers of this pedagogy. To quote Freire again, “no
podagogy which is truly liberating can remain distinct from the op-
pressed by treating them as unforiunates and by presenting for their
emulation models from among the oppressors, The oppressed must be
their own example in the siruggle for their redemption”."

The case study by Kidd and Kumarshowed how pseudo-Freircan
method has been used to co-opt Freire, Likewise, it is important 1o
examine the content of the literacy primers that are used in the adult
education programmes in order to see whether they enable the Jearn-
ers o develop a critical consciousness of the reality around them.
Bhasin has commented on the sheer irrelevance of most literacy
primers that do not deal with the real issues and problems of the poor,
their hardships, deprivation, exploitation and poverty. In most prim-
ers, the village community is shown as a harmonious one, with no strife
and rivalry.
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The conflicts, the perpetual exploitation by one class or caste of
another are nol even mentioned . Government plans and programimes
are shown as lunctioning smoothly and faulilessly. Bvery Government
servanl is shown 1o be serving the people with total honesty and
dedication. Such depictions hardly reflect the realities of life in rural
and urban areas."

An analysis of the literacy primer for women “MNai Rahe™ that is
being used for a pilot project in LLP. showed that the reality depicied
in the primer wis not the reality of the poor rural women, majority of
whom are engaged in agricaltural labour. 1Uis the middle class bisses
and the middle class values thal are sought 10 be propagated and
imposed on the poor. At best, the primer provides a little general
information bul raises no questions and certainly would not inspire
sell-confidence and self-respect among the poor rural women, Apirt
Irom guestioning nothing, keast of all the oisting socio-coonomic
reality that is 5o oppressive and exploitative, the wone of the primer is
decidedly condescending and demeaning, as adults areoften treated at
the level of children.

According 1o Krishna Kumar “a realistic curriculum for aduli
literacy cannot be doveloped without acknowledging the presence of
deep-rooted injustice and conflicts in rural society™. Bul his overview
of literacy programmes carried out in various Third World countries
showed that there were some recurring themes of a “mythology™ that
wils perpetuated that in no wiy questioned the existing system.

The point that & being made is that the curriculum content of
maost of the adult education programmes, rather than raising the
critical consciousness of the people, would probably further domesti-
cate them. Inotherwords, they would not foster democratic conscious-
ness among those who participate in such programmes.

In order to understand why Lhis is so, it is important 1o place non
formal education programmes in & broader framework. For non-
formal education must be understond not only as a social agency but
as an agency that is linked to the formal schooling and other institu-
tions of the state. In other words, non-formal education has 10 be
placed within a larger socio-political context.

The formal school system has been 3 colonial legacy that is
Western in its orientation and assumes a linear progression for
children from one grade 1o another systematically and during a certain
number of years, One of the characteristics of this system is that it
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polarizes socicty and this is in part because of the role it plays in the
formation of new elites. While on the one hind, problems of wasiage
and stagnation continue, on the other, the system is extremely uneven
in its impact for there ane great contrasis within the country, between
class and caste groups and urhan and rural arcas. Such contrasts huve
eventually meant creation of a new educationally privileged urban
elite. In the rural arcas, children who go o school expect 0 become
white collar workers for jobs which simply div nol exist. Such a system
“uproots and isolates youngsters from their home environment, cre-
ates in them an antipathy o manual work and denics 1o all save a
favoured few any chance of advancement ™,

The clite groups on their part have developed vested interesis and
are unwilling 10 modify the existing school system radically “hecause
it helped them to reach power, becausde it is familiar and because it can
help 1o sustain them in power by producing similar types for leader-
ship”." As a matter of fact, non-formal education programmes be-
come attractive because of the role these programmes play in diffusing
potentiol discontent among the unschooled and the illiterate, therchy
enabling the privileged classes 1o maintain power and aulhur]t}'.
Bock's political analysis of non-formal education draws heavily on the
legitimation theory that suggesis that non formal education may be
serving the state as o coping mechanism for the consequences of an
expanded school system that has outpaced the economy's cipacity 10
absorh graduates. To quoie Bock,

for the state, non formal education offers the possibility of an
institutional means of resolving the rival necds of extending and
consolidating state suthority through the expansion of schooling
while, at thesama time, limiting legitimate demands upon the eco-
nomic and political system without creating political unrest and
instability."”

There is vet another factor that needs 1o be aken into considera-
tiom in understanding why the mass education programmes have nol
democratized education. This relates 1o the very nature of the non-
formal education programmes. According 1o the reproduction theo-
rists, the schools reinforce the division of labowr in society by main-
taining class, race and gender inequalities." What is stressed by the
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reproduction theorists is the need to do a thorough analysis of the role
of education in class formation and in reproducing and legitimizing
economic stratification and capital acculmulation.

An examination of the adule and non-formal education program-
mes shows that an overwhelming majority of them are directed at the
low paid segment of the Labour market. They are generally so designed
that they provide a limited mobility by not awarding the soctally valued
certification or relevant skills for gainful emplovment. “Thus non-
formal education as an institution for socialization ocks men as well
a8 women inlo the lower levels of the occupational structure and
provides them with limited avenue for social mobility™.™ This is
particularly true in the case of women's programmes. [n recent years,
a new type of activity viz. an income-gencrating activity, has emerged
as a necessary adjunct for a literacy programme for women. The
rationale given is that in conditions of poverty and deprivation literacy
per se is not an altractive enough proposition for women. An income-
generating activity is presumed 1o provide the necessary motivation 1o
wimen o come (0 the adult education centres. The income-general-
ing activities most commonly pursued are sewing, tailoring, embroi-
dery and similar “feminine™ activities.

Besides being sex-typed, they are mainly fragmented activities
with no efforis made (o enable women 10 exercise control over their
planning, operationalization and management. Nor are elfons made
to enable women w0 question the gender-based division of labour in
society that s responsibie for women persuing only certain types of
occupations and getting relegated 1o the home-based, informal and
unorganized sectors of the economy with no, hope whatsoever of
upwiard social and economic mobility. While it has been said about the
formal schoeling that it serves as.a systems support for maintenance of
inequality and maldistribution, in the case of non-formal adult educa-
tion, it is an even more effective means for limiting cross-segment
mahbility. For according to Bock, it does not provide the accepied and
socially valued cortilication that is the gate-pass for better paid jobs.®
Even in the case of the pilot project titled “Mahila Samakhya,” a
programme of education for women’s equality that is being imple-
menied by the Government in three states, the level of education that
is presently envisaged forwomen would automatically siphon offa vist
majority of poor women who would continue to be relegaed to the
kow-prestige and low-paid jobs, For as an analysis of the 1981 Census
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data has shown, as much as 87.3 per cent of rural women were listed as
cultivators and agriculiural labourers, or the primary secior. Only 6.4
per cent of them were classified as working mainty in houschold and
non-houwschold manufacturing and processing jobs (secondary sec-
tor), The least number of working rural women (415 were 10 be
found in the weriiary secior,

According to Kurrien, the distribution of thes rural female work
[orce by their educational status indicates that for every Increase in
educational qualification, there was a shift in the labour force partici-
pation from the primary sector to the tertiary sector.™ A clear-cut shift
o the tertiary sector occurred only when women had high school
qualifications. Illiterates were almost entirely concentrited in the
primary sector (91.99%) and agricultural lbour (52.6%). These women,
especially those in the latter eategory, were likely to form the vast
majority of the poorest strata of Indian society. Their work would by
crucial for their individual and family susicnance and survival.

On the other hand, for both rural and urban working women, the
participation rates were highest for those with technical and other
diploma and college degrees. In both urban and rural areas wo, the
lowest participation rates were those for literate women whose formal
qualifications were less than a high school certification. Given the fact
that certification is not guaranteed under “Mahila Samakhya™ pres-
ently, and parity with the formal system is not envisaged, rather thian
equalizing opportunities, what is likely (o happen is that women's
miohility berween seements would be inhibited and they would con-
uinue 1o be denied access 1o higher mcome and higher status jobs in the
labour market.

The real problem with the adult education programmes is that
they subscribe (0 the “individual deficit™ viewpoint according towhich
the root of the problems al matdistribution of power and resources lies
within Individuals and is not due (o structural inequalities. Implicitin
this viewpoint is the assumption that “change comes about evolution-
arily as a consequence of raising through education the compelence
and consciousness of individuals who in turn bring ‘enlightened’
pressure to bear for structural reform™.= [1 has been said eveén about
Paulo Freire that conscientization advocated by him tends 10 be
centred around an individual or a group because the emphasis is on
changing the attitudes and behaviours of individuals. For as Zachariah
says, conscientization attempts to wwaken or reawaken in @ personor
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a group the ability o analyze the causes and cffects of an oppressive
social system: the analysis leading the person or the group 10 lake
responsibility for making changes in their lives and their society. The
assumption here is that by changing characieristics of individuals, it
witild enable them 1o bring about systemic changes, For sirociural
determinant theorists, on the other hand, the attempt to bring aboul
social change by altering individuals villues and attitudes would be
futile when what is needed is a fundamental restructuring of the entire
society. According o them, inequality of opportunity is the result of
the social and political structure of the country. There would, there-
fore, be a decidedly social and political charscter about adult educa-
tion programmes. Such a holistic approach would emphasize linkages
between individuals, institutions and environment and would neces-
sarily lighlight the limited role such programmes would have i
bringing about any significint change in society,

What have been some of the goals sought o be achicved by the
adult education programmes in India * Primarily it was the delivery of
educational services 1o the poor and the disadvantaged—for those
adults wha had been bypassed by the formal system of education, The
adult education programme held for these people the chance o
achieve basic literacy and numeracy, the opportunity to learn some
functional skills and a means for participating in the process of
development, With an emphasis on awarcness -- raising, what was
envisaped was that the less advantaged would be able (0 organise
themselves, articulate their needs and demands, put préssure on the
existing political and economicstructure and thereby initiate a process
for & more equitable distribution of wealth wnd opportunity. In ather
words, the adult education programme was expected 10 not only
reform education but to have a substiantial impect on the structure of
sociely as well

To what extent has the adult education programme in India
achicved any of these poals? The limited achievement of the adult
education programme, and that 1o only restricted 1o acquisition of
literacy skills, is now an acknowledged fact.™ Bock and Papagiannes,
in ascertaining the overall effectiveness of the non-formal education
programmes in bringing about development, come 10 the conclusion
that such programmes become institationalized as educational diver-
sification strategies 10 senve regime interests and do not fulfil their
iealistic initial goals of raising critical consciousness and developing
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self reliance among the poor and the dissdvantaged.® And yet they do
noet ke the stand taken by the siructural detcrminant theorisis aboul
the futility of the non-formal education programmes in bringing about
social change. For, according o them, there is a significant body of
recent liveratore that shows thar education can bring about shifts in
self-definitions and awareness that are potentially disTuptive to the
continued maintenance of the existing social order. “When changes in
individuals’ social meanings and awarcncss aggregate 0 produoce
certain ‘eritical density’, there comes into existence polential for
assertive, even organized political action that was notthere before and
that may create preconditions for social restructuring”. ™

Mention needs o be made here of the growing body of liwcrature
that is now available on participatory initiatives in éducation and
development. Thuos attempts 10 bring the benefils of education and
training to the poor and the illiterate have centred on participative
approaches in educational goal setiing, planning, programme im-
plementation, cvaluation and research. Propondants of panticipalory
research® have argued that this approach lcads 1o the empowerment
of poor people. Rahman has documented four cases from Sri Lanki,
Bangladesh, the Philippines and Indiz (0 show how a systematic
process of social research was initinted by the people themselves so
that a collective investigation and analysis of their socfal reality was
carried out, leading to organized action on their part.® Orlando Fals
Borda's synthesis of participatory experiences in Colombia, Mexico
and Nicaragua makes i@ major contribution to the understanding of
the ways in which participatory investigations can be pursued in
different soclo-political contexts, Acknowledging the political dimen-
sion of participatory action research, Borda argues that it emerges

a5 a scientific methodology for productive work (and not only
research) which includes the organization and promotion of
grassrools social movements funciioning as wide-based [ronts
made up of the working classes and various groups in the struggle
i achieve structural change. Researchers and animators become
increasingly committed 1o such movemenis so that it hecomes
difficult o distinguish between study and militancy in such struggles.

Hahman derives the principle from his case studies that the rural
poor must form some type of organization and must thomselves
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determine the tasks 1o which their collective endeavours would bo
addressed.® He lurther argues for the necd for continuing educational
effort and says that however small the beginning, 1here &s need (o
eventually become part of a wider movement of similar interests.

In other words, there is a necessity 10 associate adult and non-
formal education of the oppressed groups with the wider on-going
class strugples and socio-political movements. The partici palory proc-
es3 of adult learning has tremendous pedagogical advantages. But in
the absence of linkages with wider on-going class struggles, the highly
cherished goal of the empowerment of the oppressed cannol be
brought about. According 10 Parajuli and Mathema it is not conscien-
tization which is a precondition for political action but probably the
reverse.! Freire showed how his literacy work evolved in response 1o
worker and peasant struggles in north-east Brazil and it was not the
conscientization programme that triggered off the peasant and work-
ers’ struggle.™ Thus, conscientfzation could become an additional tool
for deepening class consciousness, sharpening the perception of the
contradictions in the social relations of production and heightening
workers' struggle. But for this w happen it i important (o associate
adult and non formal edocation of the oppressed sections of the
population against the hegemony of the modern state. Unless this
happens any cifort to democratize education would remain an unful-
filled goal.
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The Slow Transition From Womanhood To Personhood:
Can Education Help?

Malavika Karlekar

Looking back on his days of solitary confinement in a concentra-
tion camp, sociologist Ralf Dahrendorf commented that it was then
“that an almost claustrophobic vearning of freedom was bred, a
visceral desire not to be hemmed in cither by the personal power of
men or by the anonymous power of organiztions™,! [Lis not surprising
then, that ke went on (o0 become a major theorist ol industrial society,
analysing in detail the natore of class conflict in democracies.? Dahren-
dorfs poignant description of a primeval human instinct is, in a
pragmatic, busincss-like manner, the basis for democracy: very simply,
participation and scif expression by citizens in the commonweal, in
decision-making, in the polity, work place, educational institutions
and 50 om, is-regerded as fundamental to s democrans order. Certain
rights and entitlements® are laid down in a constitution, and their
realisation is based on reciprocal obligations. Without obligations and
duties there is every likelihood of the Hobbesian state of nature taking
over. Yet modern democracies are the arena of increlsing discord
where questions over rights result in violenoe as competing groups vie
for what they perceive 10 be their legitimate due. In large pan, this
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hiatus between reality and the ideal is causcd by differences between
individuals and groups. In time these differentes acquire an emotive
quality and a rank ordering. The following discussion should help
explain this process a little more.

The early idealists of post-Independence India pledged them-
schves to justice, liberty and “equality of statns and of opportunity™.
There was 1o be equal pay for equal work for men and for women, and
“special care for the educational and economic interests of the weaker
sections of the people™ and %0 on! [t i8 interésting o observe the
interface between legend-making and reality almost forty vears afier
theworthy gentlemen (and a smattering ofwomen) of the Constituent
Assembly provided us with a constitution. Post-colonial society did
nit succeed, as was expecied, in destroying clite structures and cstab-
lishing cgalitarinn ones in their place. Rather, existing injustices had
now Lo comiend with new incqualitics, brought about paradoxically in
many cases by “modern” institutions introduced by the British such as
the educational syitem, legal structures and the buresucracy. Opéerat-
ing thestate apparnitus, the corporate world, the administration and so
on are what Nigerian author Kole Omotoso calls the Westward
looking English-speaking “trans-ethnic elite™,” In India, as in many of
the newly independent states of Africa, millions live hundreds of vears
away from the few thousand trans-cthnic elite who run this économic
and political system of neo-colonialism based on supposedly demo-
cratg values, Inoactual fact, new inequalities now contend with old
ones. The British brought not only the school, the railways and a
network of roads, but also o valve svsiem which stressed science,
rationality and mechanical order, Indians were regarded as mystical,
unscientific and irrational, and therefore in need of immediate re-
demption. The educational and legal systems maintained by a bureau-
cratic hierarchy were 1o be agents of this new order. Education was o
bring about social change if not equality. However, these assumptions
wire based on an inadequate appreciation of the tenacityof hierarchy
and of traditional beliel systiems. In other words, the ideology of
entitlemenis based on the principle of equality had weontend with the
ideology of hierarchical ordering based on the principle of difference.
What is relevant here is not the denial of difference but the implica-
Hons of this difference.

Depending on one’s perspective, there cin be at least two wiys of
amalysing difference as inequality and, what | will call, difference as a
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positive value, which may or may not include the demand for equality.
[ am aware that these two conceptualisations of difference invalve the
use of highly emotive terms, the defence of which may not always be
casy or logical. Difference as inequality (which could also be inter-
preted as hierarchical oppositions) would logically lead 1o the con-
struction of a world view based on deprivation, injustice and of the
woman-as-victim. [t would imply a world which incorporates ethnic,
religious and sexuval differences as well as a liberal, if not radical,
reaction 1o these differences, It is in fact a yardstick of conlemporary
real-pofitik, of societies based on domination and surrender. Differ-
ence as a positive value would questiona system which grades qualities
onascale and argues that it should be possible 1o judge individuals and
theirsituations on their own meritand not in the context of their social
position or gender. [t points out that there can be a plurality of views
which aitach greater importance 10 some individual response and
collective organisation than to others, though often within the frame-
work of owverall inequality, Feminist scholars as well 68 activisis have
been deeply interested in the notion of difference as a positive value.
While 1 am not competent to give an account of all the relevant
tneories - some of which are extremely difficult to comprehend -
there arc certain themes which are of direct relevance here. In the
miin, the manner in which differcnce his been treated by various
inteflectual streams is vital 10 an understanding of how women have
perceived and used this difference. Ghservers of women's history have
pointed out that the wadency, however well-intentioned, of viewing
womien as victims is counter-productive: As Gerda Lerner says “1he
true history of women is the history of their on-going functioning in
that male-defined world on their own ierms. The question of oppres-
sion does not elicit that story and is therefore, a wol of limiled
uscfulness 10 the historian.” Oppression as a logical corollary of
difference would tend 0 bring the argument back o variations be-
iween male and female qualities. Not only would this constrain the
scope of analysts of difference but also impose an ideological frame-
work based on assumptions of male superiority and authority, It is
important 10 remember, argues Amartya Sen, that women are nol
patients, but contributors 1o development and growth,®

The implications of sexual difference have been of considerable
interest w0 Western feminists in a range of academic disciplines and
with varying political and social commitments. A dominant group of
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French feminists have experimented with a separate language --
ecrifure femtining - as they feel thal existing language represses the
female voice and experience; expectedly, this results in 2 glorification
of femininity, of the female body and psyche.”. In the ULS. whether it
is the cultural feminists* with their similar emphasis on women's
nurturant, caring spirit or psychologists who stress the individuating
principle of attachment (as against the male tendency 10 separation),
the overall trend & towards emphasizing the strengths inherent in
differeniness.” Thus a number of Indian feminisis believe that a more
comprehensive view of the world needs (o encompass the woman's
expericnce as not only that of one who has been oppressed but of an
individual capable as any other of facing and  taking on challenges of
various kinds. A history of oppression is not denied, nor should s
implications for the relations beiween genders be under-cstimated.
What is being stressed is the view that women are not only victims.
Here, nne might add, the so-called victim displuys unexpected reserves
ofstrength and energy, However, there is always the danger, of course,
when women speak of the need for a more caring, sympathetic ap-
proach 1o life, w teaching as well as to learning, of leading back 10
biological determinism, What is the guarantee that difference will not
be interpreted as excluding other so-called male qualities such as
rationality, decisiveness, pragmatism and so on? How can women's
contribution be judged on their own terms, and not in refation o
external standards? And who will be the judges? A close look at
women's lves provides numerous examples of how in fact individuals -
hive, while acknowledging differences, resisted succumbing to the
wictim or women-in-head syndrome,

Nonetheless, the relationship of difference with inequality is
much more readily understood as it is the organising principle in most
spheres of activity, On the other hand, for difference 10 be recognised
4% & positive value either in operational or philosophical terms is not
Rearly as easy, It involves a conseious process, an effort 1o strive for its
acceptance and legitimacy; the natural tendency {5 o gravitate (o a
position of inequality, where differences are emotively ranked on a
seale. Those who argue for difference as a value would say that no
ranking is valid as one kind of activity or attribute is as important or
unimportant as any other. This position acquires particular signifi-
tance in contesting the well-entrenched theory of differences between
the natures of men and of women: it is argued that & woman's nature
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inclines her 1o certain activities and interests while that of men makes
them more amenable (o others, As we shall sce, such argumients e ai
the basis of incgualitics between the two sexes and have been Sanci-
fied in an educational system which treats boys and girls unegually. In
principle, however, the educational system is supposed (o do guite the
opposite, namely legitimise difference as a value, 10 make those
designated as unequal more equal through enlightened policices, class-
room strategics, and commitied teachers.

This paper will look at how difference as inequality has led 1w
gender differences in the use of education. 1 will then present a cise
study of one of the first Bengali woman to write her antobiography: if
Kailashbashini's life appears incongruous at the end of a litany of
imjustices it is onky to prove that differcnce a5 avalve can — and did —
put down carly roots in a hostile environment. Acknowledging her
subordinate position in a male-dominated society, Kailashbashini
used the skills of literacy effectivily, The wife of 3 Bengali official with
reformist lendencies, she was @aught o read and write by her husband.
In time, she described in great detail her life; her powerfully reasoned
arguments only proved that those regarded as uncgual and subordi-
nate could in fact match many in their logic and rationality. Here, the
informal, sell-taught skills of literacy equipped Kailashbashini to
express herself, her pain and her hopes through a long life. The
therapeutic value of such an exercise cannot be underestimated in a
highly sepregated, herarchical society. However, béfore going further
intoy the role of literacy in faciliating individual self-expression, it is
necessary 1o explare further the relationship between difference and
incquality. For it is against this backdrop that the former acquires a
particular significance and relevance.

[rrespective of political idealogy, in recent vears, there has been a
growing concern with difference and incguatity, and by implication,
wilh difference and social categorics. Broadly speaking these differ-
ences have a material as well s a non-material base, Socicties are
divided on the basis of class, caste, ethnle groups and gender: some
groups more than others own capital, productive resources and assels
ofvarious kinds which give them access woemployment, education and
a range of skills. Occupations are graded sccordingly with menial,
unskilled work being invariably clustered at the bottom of the job
higrarchy. The working class, Blacks, women and in India, the Sched-
uled Castes have traditionally been the assetless and hence low status
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groups. OF equal, il not greater importance however, is what | have
called non-material differences. Undoubtedly, the two are causally
linked, and in fact it may be dilficult o dilferentiale prejudice againsl
a Black woman from her material position. At the same time, it s
important to make the distinction though often sell-images and sclf-
perceptions #re formed by the conjunction of both material and non-
material differences. In this contexy, Robert Meron’s development of
the notion of relative deprivation describes well the psychological and
emotional traumas faced by deprived groups,'®

What factors then cause a Scheduled Caste woman 1o feel mate-
rially deprived as well as socially isolated and stigmatised? Material
deprivation is the result of poverty; but what makes a difference in
caste ranking associate ignorance, squalor, low morals with one group
rather than with another? Even when members of the Scheduled
Castes are successful, it 5 not unknown for caste Hindus 10 make
under-the-breath-comment on their siyle of life or belief systems, [Uis
my basic argument here that a set of rules, regulations and laboos
povern inter-gender relations as much as they do inter-caste and inter-
refigions interactions. These reaflirm the philosophy of superiority,
exclusion and separateness and manifes! themselves in an oppressive
and institutionalised hierarchical relationship in the domestic as well
as social arcnas. As in inter-casie relations there is the “public fage™!!
of dependence and mutual cooperation. In actual fact, sn exploitative
network based on exclusion from ownership, control over and access
(o productive resources, and in the cise ol women, lack of control over
their reproduttive capacities as well, operates. Women and the lower
casios are 1o be conirolled, managed and worked on, (0 O meanner ot
dissimilar 1o property and other asscts.

I i a truism that the main difference beiween men and women is
phyzsiological and apart from the rare cases of sex change, this differ-
ence cannot be overcome. Under what circumstances, then dioes this
basic difference incorporate differences of other kinds, namely differ-
ences -- and hence incqualities -- in mental attributes and aptitudes,
emotional qualities and so on? How and why do evaluative scales
become operative? 1711 is accepled that, as Andre Beieille' says, these
scales “are not given to us by nature and are culturally constructed by
particular human beings under panticular historical conditions”, what
circumstances lead 10 these consiructions? This paper cannol sttempl
0 answer these questions: the relationship between difference and
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inequality is 100 complex and difficult to unravel here. | shall focus
instead on one aspect of the difference between Indizn men and
women, namely inequality in access 1o education and how limited
availability and use historically have been justified in terms of differ-
entinl aptitudes and a women's nature and basic roles, ['will then goon
1o show how, paraliel with this dominant trend, has grown the ques-
ticning mind, which reiterates the primacy ol difference as a value.
This mind too, is the product of education; the subordination and
encapsulation of the lavter within the wider social fabric has limited its
rode in the creation of more such minds, of beliel sysiems commilied
to humanism. Yel, in collaboration with other emancipatory move-
ments the educational system can increasingly play a viual role in
ensuring rights, entitiements and individual sclf-expression.

Before proceeding further it is necessary to have a workable
definition of equality in the context of education. Docs it imply egroad
education for all or does it mean equal opporturiy fo be educated?
There is a world of difference, as Mary Warnock says,” between the
equal right 10 education and the right to equal education. In most
socictics the former is (he amalytical and operational problematic.
Rootingsquarely for the relationship between differcnce and equality,
Isaiah Berlin* has pointed oul, that *so long as there are differences
between men some depree of inequality may oocur™ and as “equality i
avalueamong many"”, it has 1o be compatible with “other ends™, These
“other ends™ may well mean conflicting claims in a society divided on
the basis of the privileges of the few which work against the rights of
all. According wo J.P. Naik,” an important educational administrator
of post-Independence India, in an inegalitarian society like ours,
equality of opportunity means equal opportunity to try for education:
even here “it is never really possible to give ‘equal’ opportunity 1w all
the underprivileged.... There is very little possibility of solving the
problem through equality of educational opportunity alone unless
simultancous efforts are made on the political and economic front, 1o
destroy privilege itsel™. In most developed countrics, the issues raised
relate increasingly to what happens to children who have access 1o the
assorted educational bread basket

Once within the syslem, can everyone expect o have 3 plece of
bread of the same size and quality? Or will some, because of certain
advantages, be abletostake s claim for a bigger and better slice? To put
it more sharply, once within the sysiem, the distribution of bread is
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determined by causes which may have nothing (o do with the basker
isell. There are factors which work in favour of some children and
against others. Among other things, this is manifesied in a higher raie
of drop-out and unsatisfactory performandce in school among those
from socially and ecomomically underprivileged groups; the better
quality bread poes 1o those who came 1o school within inherent
advantages. In present-day India, a commitment to the ideology of
inherent advantages, of hierarchy and separaieness is exemplified in
the approach to women's and girl's socialisation, education, and
employment. Here too an alienated trans-ethnic clite passes judge-
ment on what society should be like withoul taking adequate cog-
nizance of existential realities.

n

The contemporary higher education scene for girls Is a good
cxample of how restrictions in access are justified on grounds of
supposed differences between men and women, College-gningwomen
in India are 4 tiny percentage of the population; an increase in this
number is linked to societal perceptions of femininity. Often, a girl's
educational choice is determined by what is regarded as [it for her and
nol by her ability or aptitude. As we shall see later, aptitudes 100 are
largely socially conditioned. Boys too have to face pressures of various
kinds as well when making choices, and the stresses imposed by the
syndrome of achievement, competition and geleclion are not inconse-
quential. These are of a qualitatively different nature from the prob-
bems alfecting girls. The basic premise of the educational system is one
of freedom of sccess to a wide range of courses, 10 be achieved through
open competition. Theoretically 100 girls are supposed 10 have 4C0CSs
0 the same courses as bovs. [n actual fact, they tend to fock 10 o few
selective “feminine” areas of study, Boys are socialised to compete and
succeed, and girls (o accept and follow well-demarcated educational
realms,

From 1947 onwards, the liberal reformist tradition of successive
governments emphasised the need for increasing educational oppr-
tunities for the underprivileged, of whom women soon formed a
recognisable segment. Most policy statements attempt (o soft-pedal
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deeply ingrained prejudices and project instead a progressive-looking
official position. Thus each annual government roport states that
there are more and more girls going o school each vear, yet, the
dropout rafe continues 10 rise. The lalest government figures show
that for every 1000 illiterate men, the naumber of illilerate women went
up from 1250 in 1961 w0 1322 in 1981; by and large these differences
have been sccepted as fucts of life, though ever so ofien commissions
and committees have beenappoinied to look into problems affecting
women's eduecation. However, nong of these have been able to conceal
sucoessfully the lundamental conviction that a girl’s nature réquires a
special type of education which will not threaten her primary robe of
home-maker. Conscquently, it is somewhat meaningless to talk of a
democratic and cquitable uniform educational pobcy for the counlry
as a whole: just as il 5 mecessary 1o accepd thal the administrative,
professional and industrind elite with a very specific world-view comaes
from a handful of cducational institutions, it is equally important that
those in positions of authority recognise that the latent function of
girls" education is fundamentally different from that of boys,

Al this point it would be useful 10 adapt Pierre Bourdicu and J.
Passeron’s'" argument thist the elite in France has labelled as prestig-
ious some absiract and esoleric courses as well as specific educational
institutions, $0 as 1o maintain their control over social reproduction.
The authors had in mind & homogencous socio-cultural elite; how-
ever, if this group was further divided on the basis of sex, the authors
wonld have found that boys iended 1o dominale the prized institutions
while most girks had 1o restconient with acoess o less iaxing -- and loss
prestigious -- arts courses. In so doing they would be sharing choices
with boys [rom a less privileged social class rather than with men of
their own socio-coonomic background, In India, there is o distingt
dividing line between high status and extremely competitive educa-
tional institutions such as the medical colleges, institutes of technol-
ogy and of mansgement, engincering and other professional colleges,
and the bulk of higher education consisting of the proliferating arts
and science undergraduate colleges, Industrinl Technical Institutes,
polytechnics and so on. While the former are the preserve of boys [rom
certain privileged homes, the latter cater to girls from such back-
grounds as well as for boys who are by and Lirge unable 10 svoeeed in
the highly competitive admission tests which often assume o fluency
and familiarity with a certain culture as well as the English language.
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Thus the dual system of higher education with a select, sell-perpetu-
ating elite and o large nomber trained o indifferent institutions s
divided not only on the basis of socio-eoonomic class bul also on the
basis of pender.

Why has it continued to be regarded as important 1o channelise
women's access 0 cducalion along certain restrictive lines? A vilal
reason for this variance inapproach 1o the education of boys and that
of girls relates 10 a conflict of values. The purporied aims of cducation
which are to create a democratic spirit of inguiry, an independence of
judgement as well as an interest in the acquisition of knowledge of
different sors come into conflict with the ideals of womanhood: a girl
issocialised tobe obedient, committed to the family unit and above all
1o be modest in demeanour, and 10 value chastity and purity greatly,
There is little significance attached o independent action in most
girls’ lives; if a certain kind of education ends up by changing this well-
structured frame of reference, it & clearly 1 be avolded.

For their survival and unity most [ndian families need to stress the
nurturant and benevolent aspects of femininity. Higher education of
a certain kind as well as jobs ol the technobopgical era can be reparded
as potentially disruptive if not destroctive of family harmony of which
the linchpin is the woman, With equal access (0 education, control
over women's lives may be marginalised and the new educational and
work ethos may come into conflict with the demands of the family
nciwork. By amd [arge, whether the formal strocture of the Bmily is
joint or nuclear, the idealogical basis is that of a joint family with a
strict hicrarchy ofauthority and patierns of control of women, particu-
larly of those in the reproduactive age. Undoubtedly, familics have to
take some risks as soon as they concede that girls have o right 1o be
educated wgetherwith their brothers; however, these are hased on the
assumption that education and educational institutions of a certain
kind will be able 1 minimise these risks. It i in this context that
differentiation of curricula assumes critical importance, substantiated
as it is by certain views on women's intellectual capacities and inclina-
tins. Assumptions on inclinations are based on the view that women
have a distinct nature which is different from that of men. Again it is
argued that a woman's nature is formed by, among other things,
intellectual capacitics and interests. Historicsl evidence has been
selectively used 0 show how these capacities are different, if not
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inferior. [t would perhaps be appropriate to look at the evolution of
some of these notions.

Views that women had distinct nature, separate and distinguish-
able from that of men, were vital in determining Nincteenth Ceniury
thinkingon the kind and extent of education towhich theywere 1o have
access, In 1820, Rammohun Roy felt that men 100k advantage of
women's “rorporeal weakness™ to deny them acoess 1o cértain “excel-
lent merits” and thereby concluded that “women are naturally inca-
pable of acquiring those merits™. He had in mind depriving women of
the kind of opportunities which would allow them w display their
imelligence and understanding of situations. Al the same time,
Rammohun was full of praise forwomen’s long-suffering endurance of
their hushand's often appalling behaviour. He noted approvingly thin
“all this pain and affliction their virtue alone enables them to sup-
port™.” Perhaps Rammohuns personal life helped him paint a
convincing picture of the anguish ol women in polygamous marriages:
he had three wives and a powerful mother with whom he entered it
a long legal battle over property. Reaction (o his strong and wilfal
mother undoubtedly resulied in his ambivalence: his writings on sarf
stress women's sirength of characier and physical courage. Al the
same time, he was convineed of their virtuous commitment 19 duly,
which kead them to obey the dictates of a harsh patriarchal order. Like
John Stuart Mill who was 10 argue for women's equality with men in
1869," Rammohun also believed that the implications of this attribute
were not 1o be tested in the job market, but were 1o be cultivated for
women's greater fulfillment within matrimony. It was o help them o
become better wives and mothers.

When Rammohun wrote, studies in phrenology and physiology
gimed at identifying sexual differences were yet 1o be undertaken.
From the second half of the Nineteenth Century there was scientific
corroboration for arguments on differences in natures, and conse-
quently in destinies, Studies in Britain and Evrope had added a new
dimension to-debates on sex-related characteristics. In the 18708 it was
believed that intellectual fanctions were located in the frontal lobes of
the brain, and as men’s Jobes were larger, they were naturally intellec-
tually superior. However, by the end of the century, the intellect was
thought 1o be located in parictal lobes, which were again more pro-
nounced in men.™ For instance, the views of the French professor of
education and oneof the founding fathers of modern sociology, Emile
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Dwurkheim, were shared by many of his intellectual peers, [nhis classic,
The Division of Labour in Society he pointed oul that even when women
and men participated in intellectual activities, “woman carrics out her
own nature, and her role is very specialized, very different from that of
man”® These differences were accentuated not only by physical
variations but also by differences in sizes of the crania. This affected
the potentialities of the two sexes differently. While he did notspell it
ot for Durkheim, this difference implicd a higher level of perform-
ance by men in certain socially valued areas such as scicnce and
rational inguiry, Such differences justificd the sexual division of
labour, initially within the family.

A steady dissemination of ideas from the West which spoke of
women's superior intuitive faculties, and stressed that “learning inter-
fered with the functioning of intuition beciuse it trained women 1o
reason™ had begun by the 18508, Marriage, and not emplovment, was
a woman's vocation and thus anything thar detracted from basic
femining virtues was (o he avoided. Nonetheless, as home manage-
ment required training, girls were 10 be accordingly instructed by their
maothers, and school was 1o only teach those subjects which enhanoed
feminine troits, As a twentieth century student of such discussions in
Britain has pointed out,

men feared that contemporary teaching with its emphasis of
French, music, and arl was responsible for the neglect of truly
feminine subjects. Matiers would surely become worse if women
wire encouraged to study Mathematics and Latin. What was
needed was a revitalisation of the traditional feminine subjocts,*

Studics in phrenology only consolidated the arguments in favour
of women's nature and aptitudes: men were thought 1o be betwer
equipped to perform certain strenuous and complicated mental exer-
cises while women were more competent in expression, both literary
and anistic. What caused equal if not greater concern were the studies
which deall with the relationship between a girl's reproductive fune-
Hons and mental activity. 1t was believed that at puberty, girls needed
considerable energy 1o develop their reproductive organs, and thus,
the energy which remained for learning was accordingly reduced, Or,
“only by robbing their reproductive organs of essential resources or
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energy could they continue serivus study™.® As a woman's primary
role was 1o be wife and mother, there was clearly no question of even
a debate on priorities. Education for girls was certainly desirable, but
it had 10 take secondary place to considerations arising oot of the
physical strain of education. There was also the issue of what too much
learningwould dotoa girl's personality: there was a general apprehen-
sion thal girls irained in Science, Logic and advanced Malhemanics
would develop the spirit of inguiry as well as become argumentative,
competitive and generally difficult o mould: such an education may
even threaten the carefully maintaingd sexual division of labour.

What is most significant for the present study is the emphasis on
distinet natures; in one form or another, references (0 @ womian's
nature scemed 10 underlic discussions on their social and familial
roles. Scientific theories lent eredibility to accepted role differentia-
tions; Victorian notions on 28 woman's physical frailty and lack of
strength had been cited as faciors contnibuting (o femimine inferioniiy
from the béginning of the century, Around the same time, evanpelical-
ism had sanctified the “passionless™ woman, and fictional depictions
of sexual promiscuity as the cause of the downlall of the gentry becime
popular. Sexual control, particularly among women, was siressed as
the ideal; emphasis on the image of the virtuous, devoted wife was
gradually being strengthened.™ [t is equally interesting 1o note that
mid-Nineteenth Century British records showed that women consti-
tuted a majority of patienis in the public lunatic asylums.® Late twen-
ticth century feminist interpretations have spoken of the need 10 Jook
moreclosely at social definitions and representations of madness; they
alsxy point out that the prevalence of mental ill-health, hysieria and
tension indicated that women were reacting 1o socle’al expectations
and a moulding of their behaviour.®

The verbalization of such stereotypical expeciations was essential
for the emotional stability of upwardly mobile groups: a restful, non-
threatening home eavironment was regarded as vital if men were (o
cope with thestress ol change and competition. [t may be useful totake
a look at Bengal in the nineteenth century ; as the venue of early
debates on women’s education, many issues were thrashed out at
home, in institutions and in the print media which are relevant and
alive even today. The notlon of separate carricula for boys and for girls
was related (o distinet roles and obligations, as well as to distinct and
separate life styles within the same home. In the Bengali context,
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emphasiz on the plight of the woman, her ignorance, ill-health and
unhygienic life style within the antahpur or inner rooms of the home
weresital for the constroction of the new femininity, Controfied access
Lo education had an important role to play in this construction,

The environment in which these inequalities were primarily worked
out was the home. Strict segregation of the sexes was maintained by
physical division into the private and basically feminine spaces and the
public or male arexs, The former included the kitchen, a court-yard,
roof, and perhaps an inner room or rooms depending on Lthe Fesources
of the family: in the outer baithakichana or sitting room men discussed
everyihing ranging from new job opportunities o the implications of
Ishwar Chandra Vidyasagar's 1855 petition on widow re-marriage, It
was usually the hub of the public area, open to men from a range of
backgrounds and occapations. The sleeping quarters, where men and
women met for a few hours in the night were usoally serviced by both
male and female domestic servanis. Until they reached puberty, of
were marnied, girks usually had access to both the public and privaie
fpaces. Traditionally adult women did not come out of the anfahpur 1o
which only a select number of men had access. Vieiling or covering the
head and part of the face known as ghomia deowa was obligatory for
married women, particularly in the presence of older women, the
husband and his senior male relatives. 1t was usual for a woman from
&ven the wealthiest of homes 1o wear only a single picce of cloth, the
unstitched sari. Consequently, dress reform for women became a
relevant issue in the latter part of the nineteenth century: women and
Young girls could hardly be presented 1o mixed company or even go 10
$chool if they were not adeguately clad.™

In Britain, a demarcation of space was not always essenttal for the
nution of separate yet complementary spheres which was firmly cstab-
lished by the nineteenth century. In Bengal, however, the separationof
Areas in homes was symbolic not only of two completely different
worlds of physical experience and quality of life but also of varying
horms and expectations which affected relationships berween the
sexcs. As in Western cultures, the feminine world was regarded by and
large as an cssential appendage of the male sphere. Paradoxically,
inequalities and deprivations imposed by the dominant world of men
were in fact the cause of the amsahpur's inferior status, Yet, views that
women in the antahpur were knowingly indulging in practices leading
10 iliness, were wilful and chose to remain illiterate and limited in their
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understanding of situations were widely accepted,; the fact that savi,
child marriage, dulin polygamy and a host of other restrictions im-
posed on women were regarded as essential for the preservation of
family honour and the purity of the lincage were ofien conveniently
overlooked. [t was almost as though the newly evolving bhadra samaj
or civilised socicty was looking for a scapegoat for its past misdeeds in
the image of foolish and untutored womin in the amfatpur, Whether
such an assumption is valid or not, there is enough writing (o suggest
that the urgent need 1o educate women had roots in this characterisa-
tion of them.*

An important point of reference for the nincicenth century re-
form movement in Bengal then, was the position of women; sell-
conscious embarrassment over the institutionalised practices of san,
child marriage and polygamy undoubtedly contributed 1o the growing
enthusiasm for change across 8 wide spectrum of opinion. Equally,
there was the need 1o protect the lineage, and 115 women. At the same
time, an influcntial lobby felt that women as much as men had the right
to the new learning and knowledge systems. While the Victorian ideal
of the intelligent helpmate and competent and enlightened mother
was gaining pround as a useful role model, modes of realising this ideal
had to beworked out: codes of conduct and expectations were radically
different for men and for women.

In this context, Sumit Sarkar belicves that social reformers were
motivated more by expediency than by a commitment 10 essentially
liberal values. A “limited and controlled emancipation of wives™ had
o be seen in the context of raditional commitment to casteism,
patriarchy and shastric functions.® Access W controlled education
seemed like a pood solution to this dilemma: seciions of the bhadrafok
were indecd caught in a double bind. Logically, exposure 1o a liberal
education should have meant a questioning of inequalities based on
caste, class and gender. However these very questions could threaten
the foundations of a well-worked oul division of labour and double
moral standards. Men may have baulked at the performance of women's
rituals such as their fasts and bratas yet they were aware that the
underlying ideology was vital for the survival of family dignity, tradi-
tion and even honour. The way out was clearly to choose an educa-
tional system, texts and curriculum which would keep basic values
intact while exposing women 1o a new world of experience and oppor-
tunities, however limited. Home tultion or later the zemama system of
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learning, well chasen syilabi and a body of supporting literature were
developed as suitable ways of mediating between the extremes of
anfafipur culture and values and the lure of emancipation. Tuition by
men in the family was the earliest and most popular form of education
for girls and women. By the middle of the century, peripatetic mission-
ary tutors used 10 go 1o the antahpurs and teach women cither singly
or in groups, Considerable thought was given (0 the curriculum which
wiis 10 be quite different from that of boys, The cultured Bhadramahila
or gentlewomian wis 1o tike whial was supposedly the best for her from
both worlds: yel she was not frec (o make the choioe, not decide on
options. Norwere these options easily or readily come by and invalved
years of debate and discussion.

That the principle of differeniness is still a live issue is apparent if
we ook 81 quotations from two policy documéents on education,
separated in time by almost a century and a half: in 1984, the Commis-
sion for Planning of Higher Education in West Bengal set up by the
CPI{M} povernment submiited its voluminous report without so
much as bothering o give a sex-wise breakdown of those in various
educational courses. Further, asub-section of thechaptler on “ Courses
of Study” which deal with “Home Science Education for Girls™
laments the ot that there are only two home science colleges in the
state which nocessarily limit admission to an elite. There was an urgent
nced 1o expand home science education as it was a course which
educated girls “10 rebuild homes consistently with the demands of
modern Life, reach fo create an armosphere of pedce, happiness and
moral and spiritual well being in the fumily” (emphasis added ). Further,
and it is not clear how this goal fitted in with the carlier home-orienied
ideal woman that home science was 10 create - it would make girls
“eronomically independent and capable citizens of the community™.
Out ol its 228 recommendations, there were only two which related 1o
women, namely a piea for the expansion of home sclence and polytech-
nic cducation.

The spirit of this document does not appear 1o be oo different

from that of the Woods' Educational Despatch of 1854 which stated
that

The importance of female education in India cannot be over-
rated; and we have observed the evidence which is now afforded of
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an increased desire on the part of the natives of India 1o give a
good education o their davghiers. By this means a far grester pro-
portional impulse is imparted to the educational and moral fone
of the people than by education of men™ {emphasis added).

Both stressed the role of education in training women 1o build o
moral and peacelul home environment, On the other hand, men 4rc
supposed 10 be trained for competition, performance and achicve-
ment ina range of modern courses and occupations: not only do girls
rarely have access 1o many of these but also their performance in
education is judged in relation o their acocomplishments in other
roles.

Through the decades, whether girls should be allowed to study in
co-educational institutions, read science or only literature, prepare to
earn a living or be good housewives and so on have been looked ut by
leading citizens as well as administrators, educationalisis and policy
makers. Enchyear more and more girls are entering the formal svstem
of education and whether or not 10 send a middle class girl 10 school
is now rarely a matter for family debate. Yet, attempis at ensuring
sexual equality in access founder once more against ingrained preju-
dices. As individual lent accepis the mandate of the collectivity, an
increasing number of girls go 1o college, training 1o be school teachers
instead of scientists, librarians rather than doctors. There is no value
judgement involved in saying that girls become school teachers, li-
brarians and typists in large numbers; the question really Is, given the
right environment both at home and the educational system, would

not some of these girls move into non-feminised areas of study and
work?

m

It is necessary then 1o look briefly at what schools teach, how they
dosoand what their basicideology is. This would mean an eximination
of not only curriculum and syllabus but also modes of transmission of
knowledge and the atmosphere in which it is done. It is now being
increasingly recognised lor instance that the texi-book, whether it
teaches English or mathematics, can, through the use of characters
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and symbals in certain situations become @ powerful medium for the
perpetuation of siereotypes and role models. For instance an NCERT-
sponsored study of Hindi texi-books which are widely used in the
country found that the ratio of bov-centred stories 1o girl-centred
stories was 2140, Again when the books made biographical references,
94 out of 110 relate w prominent men. In the thirteen English
language texi-hooks published by the Central Institute of English,
Hyderahad, boy-centred storics outnumbered girl-centred ones by
cighty-one 1o nine. Further, the peneral lenor in books in both the
languages was 1o portray boys as courageons, schieving and intercsied
in science and technology; girls and women were rarely portrayed in
roles associated with economic activity or independence, A study of
Murathi text-books found that even when girls were seen as being
employed they were invariably portrayed in menial and subordinane
rulﬁl.u

Taking note of the fact that such gross deviations from reality
could indeed affect self-perceplions, the Women's Education Unit in
the NCERT a few years back undertook projects to devise handhooks
on how Lext-hooks should be written so as 10 improve the status of
women. The handbook for mathematics demonsirates apily how
change in attitudes can be introduced through  supposedly valae-
neutral subject. Thus, where earlier, problem sums would deal with
shopkeeper Joshi's parchases at the wholesale market and the monthly
expenses of Mr. Sathe, the sugpesied problems ask students of Class 111
o work out how much Lakshman had in his bank account before he
distributed eqgual sums 1o his daughter and to his son. At the middle
school level, ratios, graphs and equations are introduced through the
biographical details of women scientists and mathematicians, Of
greater imporiance than the sums themselves are the instructions o
teachers who are asked 1o weave in the 1ext while teaching students
how to solve a problem.®

The originators of these innovative handbooks are well awire of
the fact that unless the teachers are convinced of the need 10 teach
more imaginatively, childrenwill concentrate on the solution only and
not on the text. Clearly this is the crux of the problem: teachers are by
imd large a conservative force, whoare noteasily convinced of the need
to teach or preach greater equality between the sexes through mathe-
matics, physics or Hindi. Extensive courses 1o be covered in a sel
period of time limits the scope for innovative teaching. Nor is it easy
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to siart the process of texi-book revision orensure that the same text-
books are 1o be taeght in all the schools in the country. Further, text-
book writers themselves are singularly resistant 1o change as they feel
that radical deviations would clearly disturb the well-cnirenched
expectations of both the school community as well as the family.

One major advantage of the 10+ 2+ 3 system (where 1004 2 refer 1o
the years in school and 43 w0 the time spenl on a first degree) is that
it makes the learning of science and mathematics obligatory [or all
students upto the Class X level, Yet, though this pattern of education
was Oflicially adopted in 1968, it has still to be accepted in a few states,
Consequently, under the old scheme, schools continue to offer home
science and art for girts rather than science and mathematics. How-
ever, we also find that schonls under the new scheme find ways of
coontering the system duc (o the professcd inadeguacy of teaching
stafl, Thus in the Jama Masjid area of Delhi, which caters 1o a largely
Muslim population, girls" schools are unable 10 offer science and
mathematics hecause qualified women teachers are not available, It is
also not improbable that such schools are in fact catering 1o the
demands for education of a certain kind for girls from an cssentially
puirdak society,®

That the notion of what is right and proper for a girl 10 study
permeates the educational system in general, is evident from the kind
ofchoices that girls make at the +2 level, that is, for Classes Xiand X11.
A recent study of Delhi schools indicated that while girls constituted
about &) percent of the arts stream and about 3 percent in the science
and commaroe streams, over 40 per cent flocked 1o the relatively new
vocational stream. Further, the subject-wise breakdown of vocational
options showed that girls were concentrated in typing, weaving, 1ex-
tiles, health-care and beauty culture while boys chose opthalmics and
optics, auditing and accounting in addition 1o office management.
Again, for the “Socially Useful Productive Wark™ options in a non-
academicarca which children can opt for in Classes 1X and X, choices
are “markedly sex-lyped and girls continoe 1o do the same tasks in
school as are assigned 1o them at home™.® However, a look at the
performanceof girls inschool-leaving examinations invarious pans of
the country indicate that not only is the pass level of girls higher than
that of boys but also those wha have opted for the science stream often
[are as well-if not betler-than their male peers.™
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The scientific aptitude of girls s represented in school leaving
results. However, twoimportant questions need to be asked here: firsy,
how many girls who fare well in science at the Class X examinations do
in fact opt for it at the +2 stage and second, how many of those who
offer science for the final school leaving examination conlinwe with it
or with related subjects at the degree level? While it is difficult to give
precise answers there are indications that in some of the best schools
in the country there is only ane girl to four boys in the scienoe section.
Further, classroom observations of traince teachers show that these
girls are quict and reserved non-participants. While they are diligent
about their home-work and performed well in unit tests, they rarely
take part in discussions which are dominated by the boys.” The fact
that they are ina minority may have accounted for their low degree of
panticipation, Nonetheless, those who twught Classes VI and VI
found that girls were a5 assertive and definite 1n their point Of vicw as
boys, indicating that adolescent girls soon internalised the need (o be
submissive and obedient, rather than be questioning and argumenta-
tive, particularly in an environment where boys are in & majority.

Itwould appear then that far fewer girls doin fact goin for science
and technology than would be reasonable to expect from their school-
leaving resulis.® Clearly then, there are important non-academic
faciors which inflecnce choices al the apes of sixtecn O Scveniecn.
These are related to social and familial expectations of what a girls
basic role in life is 10 beg if, as in the mijority of cases, it is assumed that
she 15 1o be a pood wile and devoted mather, who may, if she has time,
work as a teacher or as a clerk, there seems little point investing time
and encrgy on a career in science and ouher related areas. Apgain, if it
s & question of investment of scarce resources, these are invariably
invested ina boy: even if hissister has similar aptitudes, she more often
than not, redirects them 1o tradithonal feminine-oriented courses.
Underlying muny of these decisions is of course a deep-seated convic-
tion that a woman's basic nature equips her to perform better in
certain areas than in others. Even when school resulis point 1o the
contrary, familics - and indeed pirls themselves — choose 10 helieve
that there can be no true fulfilment in combining too many roles, or in
competing to enter male-dominated disciplines.

Asurveyof parents™ conducted in a private co-educational school
in New Delhi found that 25 per cent said that they would not diserimi-
fale in role distribution between sons and daughters; on the other
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hand, work outside the home such as fetching cggs and bread from the
market, taking the dog for a walk or running an eérrand at the neigh-
bours"were regarded as the boy's legitimate area of activity. Thus, only
1 per cent expecied theirsons to help in the kitchen, while 58 per cent
fiett that this was a daughier's function. She wis also expected 10 swoeep
the floor, dust furnitore and wash the occasional dish in many more
instances than was the case for a son. Another questionnaire circu-
lated among 66 teachers (44 women and 22 men) indicated that “male
teachers display a traditional expectation of role behaviour from girls,
whereas the women teachers believe in & definite personhood being
given 1o girls and ascribe rodes to girls thar are incongruent with our
sociely s expectations™? (emphasis added). Interestingly, though teach-
ers of both sexes expected girls 1o be good at studies, there was greater
variance regarding their social role.

This data is from an urban, progressive school, where the environ-
ment is organised to eacourage the development of a girl's individual-
ity ol tadent, The situation in the countny’s many co-educational and
girls” only schools is very different: dominant patterns of socialisation
havth at home and in the school stress feminine docility, chastity and
ohedience. Girls are expected to study and even to perform well;
however, they are not o be excessively competitive or demand the
freedom of thought and expression that is essential for the develop-
ment of perzonhood and not merely womanhood along prescribed
lines. Krishna Kumar's* experiences of “growing ap male” is amply
suhstantinted by Leela Dube and Sudhir Kakars*studies of male and
female socialisation in India: thus watching pgirls heading straight
home in “silent clusters™ from school caused Kumar 1o befieve that
“girls are not individuals™ = As boys, they were [ree to spend time on
the road, experiment with their cycles and watch the world go by, Such
small joys arc rarely available 1o a large section of middle class girls; in
firct, whether or not e allow talented gymnasts, debaters and aciresses
lo participate in activities after school hours ofien becomes the cause
of some tension in many homes, Parents raise legitimate questions of
the dangers implicit in using public transportation, of girlscoping with
other participants and of the world at large. Then there are always the
gueries of curlous relatives who want to know why Mina is not there
1o serve tea o them: such disapproval is invaribly accompanied by
approving noises at Rajesh’s success at the computor and at football.
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In nineteenth century Bengal, controlled and carcfully monitored
education for girls was an essential part of the reformist package. [twas
supposed 10 provide a life of dignity and gemeelity to those hitherio
exposed to violence and indignities within the home. Ironically in the
closing years of the twentieth century, improved educational and
occapational facilities for women have been matched by increasing
vinlence against them, much of which s focused in and around the
home,

Roop Kanwar, the voung Rajput girl who was burnt on her
hushind's funeral pyre on Seplémber 4, 1987 has created history in
recent times. While she has passed into the reilm of mythology, an
cthject for various academic cxercises, the evenl raises several impor-
tant issues, For instance, at her barsi ceremony in 1988, after the Gira
Path, glorification of sarf began “as those attending the padh including
the parents and in-laws of Roop Kanwar staried raising pro-sati slo-
gans”.* Women are reported to have raised slogans such as “jo sati ko
satavga, rindagi bhar pachtayega™ (he or she who troubles san will
regret it all his or her life). While the following day 45 arrests were
made, the incidents only highlight the strength of deep-seated social
attitudes toward femininity. OFf particalar relevance is the participa-
tion of women in the glorification of sarf; at the same time, the
documentary film “From the Burning Embers” provides us with
accounts of articulate village women who felt that Roop Kanwar had
been forced on to the funéral pyre.® They also questioned why men
were nol expected 1o immotate themselves, and why women alone
were subjected to various indignities and anguish, At the same time,a
sowcdally conscious college teacher was totally unprepared for the
responses of some of her students, Roop Kanwar, they felt was right
after all, as woman's essence lay in sacrifice and devotion, It would be
simplistic to atlempt an analysis of the variance in these women's
attitudes as clearly different situations evoke different responses; of
importance nonetheless is the fact that in pants of rural Rajasthan, the
woman's essential role has become a matter for some debate.
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Roop Kanwar's death, the suicide by hanging of three educated
sisters in Kanpur, the 1319 officially reported “dowry deaths™ in
1987, endless cases of molestation, kidnapping of women and children
areonly partof the growing violence against women. At one level these
can be varioosly viewed as sympiomatic of increasing criminalisation
of the urban lumpen, the outcome of an amoral cinema industry which
breeds frustration and anger, a burgeoning population with growing
aspirations and 50 om. Al another, more fundamental level, the acts of
physical or other violence against women - and against other weaker
sections of Indiin society symbalise an entrenched commitment 1o
pender-biased, hicrarchical order. This commitment munifests itsell
on the one hand in the glorifcation of motherhood, of the sai or
chaste woman, and on the other, in the brutal suppression of a beliel
system based on the dominance of an upper-caste, middle class male
Hindu elite.

Analysing 147 reporis on marital violence since 1979 in the
journal Marushi, Madbu Kishwar® concluded that the demand for
more dowry was not the only or major cause of violencoe: “in their own
accounts, women tended to emphasise that the husbands and in-law's
cruelty was causeless.” Further, violence *could be trigpered off on any
pretext and was essentially non-negotiable™*

Ashis Mandy has made a distinction between “san-as-an-sveni
and sari-as-a system”™. ™ The event shocks, horrifies and results in
people taking up positions which they ficrcely defend; in time, the
arguments are forgotten, lost. Of greater relevance s the notion of
sari-gs-a-system, or as | understand it of the ideology of sari, which
manifests itself in the oppression and subordination of women, Par-
ticularly significant is the fact that most women themselves iniernalise
many of the values arising out of this ideology, They accept the
ideology of difference as inequality; vet there are a growing number of
instances of those who question, and, in their own way, argoe for
difference as a positive value. Such instances are 1o be found not only
imthe intetlectual arpuments of concerned scholars but azo in the lives
of ordinary women. Some go to Manwushi with tales of anguish, others
write aboul personal experiences and views and a handful fight for
their rights in the courts of law. Here [ shall go into the details of only
one worman's life; in the concluding pages [ will discuss my reasons for
doing so as well as try 10 draw some implications of Kailashbashini's
life for women in the late twentbeth century,
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In the minetecnth century, growing indusirialisation and a cut-
throal market economy encouraged the British middle class to rein-
foree, through various sources, the image of the female home-maker
par excellenee, Soon in India, the emergent Bengali middle clsss or
bhadralok culture™ [ast realised the merit of a sympathetic home
environment hased on the willing cooperation of the woman. As we
have seen in earlier sections, in order (o create this compliant and
understanding woman and bring her away from the calture of the
antahpr, it was esseatial for her o have the right kind of education.
Thus learning and writing for women were primarily introduced for
the creation ofaccomplished housewives and doughters. The word was
in many senses, an instrument of power and control over women
ensuring ns it did their development within a prescribed format.
However, though men may have been the owners of what they wrote,
they could ncither control interpretations of their work nor fully
monitor women's access (however limited) (o the preserve of male
power; a few used their skills to express themselvies frankly on prevail-
ing social injustices. Women wrote novels, essays and about them-
selves, providing valuable insights into their lives. The articulation of
such views often acted as a catharsis, iriggered by the unegual encoun-
ter between the sexes and between cultures. With access to learning
and writing women stared examining hierarchical family relations
and their own roles. They were helped by an environment which
increasingly stressed the need for social, physical and occupational
mobility. The East Indin Company and later, the British empire,
provided substantial scope for ambitious and adventurous men who
winted to be [reed of the feuds] frame of reference and complex family
obligations.

In some cases, and this is particularly troe of the autobiographical
writings of women, the act of putting pen to paper or recounting one’s
existence is like a cry of anguish against a life of oppression. The
dictated life of Sharadasundari Debi, mother of the eminent social
reformer, Keshub Chunder Sen, is a long and sad narration of ill-
treatment by her in-laws after her widowhood, at the age of nineteen.
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But it is also the suory of a strong-minded and determined woman who
was successful in creating space for hersell in a segrepated and hicrar-
chical society.® Between 1876 and the nincicen seventics, there is a
record of at least fifty avtobiographics and autobiographical skeiches
having been written by Bengali women. The earliest was by Rassundari
Debi, the wife of an East Benpal zamindar, who was born in 1811,
Unlike many of those who followed her, the sell-taught Bassundari
received little encouragement from her family, and recounted how she
psed to hide pages removed {rom her son's books within the folds of
her sari. Rassundari wrote her autobiography in two parts; the carlier
part which was written in the late 1870s gives a more comprehensive
account of her life. She feltstrongly about being denied education, and
reflected, “women were indeed unfortunate, and could be counted as
besing like animals”™. Butl “my mind would nol accept this, and it wis
always restless with the urge to learn™® Amar Jiban or My Life is the
account of this amazing woman's quest for learning.

In the carly years it was not anuswal for illiterate or semiliterate
women 1o talk about their lives 1o scribes; these were: published
sometimes several decades later, After the middle of the Last century,
when newspapers, journals and public meetings discussed women's
education, spoke for or against child marriage, widow remarriage and
ihe system of purdah or female seclusion, women from WRadralok
families started writing about their lives as well as commenting on the
above issucs. In addition the role of the dhadramahifa in changing
Bengali society, relations with her husband and the need for greater
awarencss on health, hygiene and child-care were discussed in the
growing number of women's journals and magaszines.” Kailashbashin
Drehi's Janaika Grihabadhur Diary (A Certain Housewile's Diarnvy™ is
in the form of reminiscences of her life betwoen 1846 and 1873 and was
put together and published only in 1953, [twould appear thatshe kepr
rough notes which she arganised only after her husband's death in
1873, when she was 44 years obd. As expericnces of over a quarter of 8
century are compressed in i little over thiny printed pages, clearly she
wroie selectively on ssues which she remembered well and had been
influenced by. An important theme in Kailashbashini's writing is her
evolving relationship with her husbhand, Kissory Chand Mitra, whom
she married when she was 11 and the tensions his reformist tendencies
created in her mind. Kissory Chand and his brother Peary Chand were
both deeply influenced by the ideology of the Brahmo reform move-
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ment as well as by Derozio's Young Bengal group. They reacted
against polypamy and believed firmly that women should be educated,
Accordingly, Kissory Chand taught his wile himselland later arcanged
for an English womin tutor for her, He was a man of letiers, being the
editor of the Iadian Field and a regolar contributor o the Colcuirg
Review, While it is not clear whether he sctually joined the Brahmo
Samaj, he was greatly impressed by many of its tenets and had several
friends whowere its members. His premature death was attributed 1o
intemperance in food and drink.*

Though Kailashbashini did not mention how her hushand died,
the last few pages of her Diary reflected a certain helpless sorrow, She
mentioned more than once her reservations aboul the company that
he had staried keeping on their return to Cabcutia after o happy life in
the districts, The fact that Kailashbashini wrote as frecly as she did on
her fricndship with her husband as well as about her anguish over his
tast few years s indicative of a degree of candour not expecied ol &
Hindu widow. But then, Kissory Chand Mitra's wife had been exposed
i much more than most average middle cliss Bengali women. [n
addition, through education she had scquired the ability 10 express
hersell reclhy: her Disny was her conldante in tarer life. She was alsoin
many ways 4 fitting example of a zenanc-cducated women. A certain
depree of fluency in both English and Bengali meant that she wias able
to read fairly extensively -- as well as 1o liken her at times loncly
mafissil (district) life to that of Robinson Crusoe’s She was also able
to teach her young daughter, Kumudini. Unlike other educsted women
of her day, Kailashbashini decided 1o write about her life, Though we
are given no reasons for herwanting toda so, the Diary clearly fulfikied
an imporwant role in her later life: through its pages she freely ex-
pressed the dilemmas faced by a woman caught beiween tradition and
the inexorahie forces of changes during those action-packed years.

In many wavs, Kailashbashini's conllicts reflected, in microcosm,
the drama being enacted on o much bigper stage. When, in around the
1830k, Kissory Chand Miira was first attracted to the reform move-
ML, it was cnlenng its most dynamic phasq-., hj.' the time he died, the
movement was deeply divided, one of the major controversial issues
being the role of women and how they should be equipped to face
chuange. Not unexpectedly, the nature and extent of women's educa-
ton was an important talking point. While the more orthodox, and
certainly dominant sections of Hindu society were unwilling 1o edu-
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cale their womenfolk ai all, Brahmos oo were not united on this
guestion. For most, the ideal was zénana education which conven-
iently combined the notion of feminine seclusion with a modicum of
basic learning. By and large, opinion on the education of girls was
divided along the following lines: while Dwarakanath Ganguly, Siva-
nath Sasiri and other radical Brahmos felt thatas both menand women
should have equal chances in life, thore was no justification for the
study of separate subjects or limits to the level to which girls should be
educated, mainstream Brahmos, led by Keshub Chunder Sen and
Umesh Chandra Datta, editor of the influential Bamabodhing Peirika
{Journal for the Enlightenment of Women ) as well as a section of more
enlightened Hindus were advocaies of limited education for girls, with
a separaje curriculum, On the other hand, conservative Hindus, must
of whom were, al best, prepared o allow a modicum of zenanag
education, were greatly concerned with the harmiul effects of educn-
tion, which they felt would make women negligent of their families and
tax in housckeeping: In the carly 1360s, the Bamabodbing Pairika
{which was founded by the followers of Sen) had staried o scheme of
education for girls and women throueh correspondence known as
Antahpur Shiksha (home education). As a feasible allernative toa few
years of schooling in a formal institution this course provided the
opportunity for girls 1w continue with learning even after they were
married.* £enana educition through the columns of the Barurbodhing
Parrika as well as from home tutors continued to be the most popualar
method of education of girls for several years,

Kailashbashini was initinlly taught by her husband, and later,
when the couple moved o Caleutta, became a student of the zenana
system. Her reflections on life were clearly influenced by contempo-
rary events as well as by all that she had been through personally, For
her, reform had been a bitter-sweet experience: on the one hand while
it had meant personal emancipation and the evolution of a meaningful
marital relationship, it had, on the other, also involved putting upwith
a style of life which ulimanely spelt destruction for her immediate
family. Kailashbashini who was 11 vears old when she was marricd had
a great eye for detail, daies and names, the description of cach incident
or occasion was accompanicd by meticulous information on the day,
month and year as well a5 of the persons encountered. Her ability to
enjoy the countryside and the experience of travelling for days on and
along the watcrways of East Bengal are evocatively described. Her visit
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o Plassey — “where the British and the sawabs Tirst fought™ - was an
exciting event: she wrote “even though at that time [ felt the loss of my
son aculely, | experienced a deep sense of satisfaction when | came
home™. After the birth of her daughter in 1847, she wrote: “My
mother-in-law was very sad, She said, [ have lost pold and gol ghiss
instead”, Kailashhashini did not dwell on her mother-in-law’s feclings
much but goes on 10 describe Kissory Chand's responses, and the
discomiors of her confinement. Her husband wrote tosay (hat e was
very happy and that “vou showld feel no sorrow. Allsre the same in the
eyes of thedagaipita ([ather of the world, or God). Weshould also trea
all equally. 1 am awaiting the fime when you will be able o wrile 1o
me”. ¥ But it was a long time before Kailashbashini could reply,
confined as she was 10 a room which she likened o “a kind of jail
room™. For almost a month the upper-cisie post-parom wonin was
not to wuch anything nor communicate with others except function-
arics assigned specific asks. With theirvoung daughter Kumudind, the
couple soon started touring the mafissd arcas together, often spend-
ing long days on the river “when we plaved cards and chatted™,
Kailashbashnini kopt track of her hushand’s work and proudly re-
poried the establishment of a hospital or a school. Wherever possible,
she made (riends with other Bengali women. While family members
used 1o visil the districts occasionally, the young couple spent most of
the time on their own. On her visits toeither her parents or her in-lows,
Kailashbasini recounted how she nsed to be counting the days for her
return 1o her husband, Kissory Chand used 1o teach her English, and
in 1852 when hewas posted to Calcutta, he engaged an English womin,
Miss Tugod, as tutor for his wife. This lady used 1o icach two other
bhadramahilas also, and was paid Rs, 25 by each family. Kailashbashini
added “and there was tuition from the home gure (her husband) as
well. In this way a certain amount of knowledge was acquired”™.™ In
Jahanahad there were not many women whom Kailashbashinf could
belriend:

My daughter and my hushand were my only support. L did not see
the faces of any other living being. Not that this caused me much
discomfort. When be used 10 g0 10 the mofissil, | used to live like
Robinson Crusoe. [ ate, slept, read and did needic-work., 1 also
taught my daughter and wrode this book. And [ used 10 count the
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days for his return. When my husband came back, [ was greatly
relieved. ™

Life changed for Kailashbashini when her husband became a
Junior Magistrate in Calcutta; the fast few pages of her brief Diary
make frequent mention of her hushand's growing attraction for the
more Westernised, liberal Bengalis, many of whom were Brahmos,
Kissory Chand obviously enjoyed the ideas of his new riends, where no
doubt discussions were carried out over a glass of port or wine. When
Kaishbashini ohjected, her husband chided her affectionately, but did
not give much attention 1o her protestations. As her husband’s imer-
action with social reformers increased, Kailashbashini too stared
mixing with their wives, At the homes of eminent Brahmos Ramitanu
Lahiri and Ramgopal Ghosh, she ate food prepared by a cook and
served by a Muoshim bearer. Though she clearly foond the situation
somewhat unusual, sirong conviction of the validity of her oown wivy of
life left her unaffected. She reported:

I told Babu about Ramianu Babu's wife, Babu asked “where did
she eat™? | replied, “Why, with everyone élse. After all who am 1
or who is she, of who is anyone for that mater™? Babu replied,
“that indeed is true and it is only Bengalis who make an unneces-
sary fuss™, | don’t believe in Hindo rituals, bul nonetheless, |
observe them, The reason for this is that i 1 slacken even a bil, my
husband, will cease being a Hindu, The Hindus are my closest
relatives. I cannot give them up and hence [observe all the rituals.
My husband can do what he likes, there is no problem in that.
Bengalis observe this religion, and hence those who have brains,
do not observe the Bengali religion. | dan’t belicve in it but [will
never Lell my husband this. If Babu heard this from my lips lcannot
describe hiw happy he would be,®

While Kailashbashini was not actively hostile 1o the Brahmo faith,
she was reluctant 10 give up what she had been brought up (o believe
in. Ina particularly dramatic passage she described her discussion with
Kissory Chand regarding their differing beliefs. She told her husband
that as from childhood he had been teaching her as one would teach i
pet bird to speak, “1 cannot have any views that are basically different
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from yours. Bui 1 will not leave Hinduism and T have given you the
reasoms why”, Her husband retorted “do you have so little belief in
me"? Towhich Kailashhashini replied, “No, that can never be; but [do
not belicve invour styleol lile™. Finally, “Babu understood and did not
sayanything more™.* Kailashbashini’s questioning and sceptical mind
was critical of some aspects of Hindwism and she clearly bad a growing
interest in the Brahmo [aith, However, on balance she felt that it was
her duty 10 uphold certain Hindo values at 4 time when familics were
being torn apart by religious and social dissensions, This decision was
nil free of tension, and the dilemma comes through in her writings, As
an obedient wife she knew that it was her duty to follow her hushand
and his commitments, Yet, she sliimaiely chose 1o abide by her own
belicts - nol only because she wasconvinced of their basic validity, bog
also through an intuitive conviction of the siability of staying with the
known and tested.

The year that Company rule ended “there was a comet sighted in
the sky and in the month of Aswin (September), there was a terrible
carthquake”. [1 also brought 10 an end Kissory Chand’s employment
with the British and he was unceremoniously stripped of his title of Rai
Bahadur. In the days that followed, Kailushbhashini consoled him and
even suggested that she could contribute w the family income by
selling her necdlework. Her hushand was apparcntly appreciative of
her support and understanding:

Babu said “1 have gained great cournge friom your words.., From
your words | réalise that you are as brave as | am, that you are as
intelligent as | am and in fact that your staving power is greater
than mine. In knowing this all my pain has gone™.®

The pages of Kailashbashini's Diary are alive with descriptions of
her relationship with her hoshand, which among other things was
characterised by astrong sense of companionship and mutual respect.
They not only played cards with each other, read together but also
argucd on matters of considerable social and religious significance.
Kailashbashini's writings give the distingt impression that not only
were the discussions frank and forthright, but also that Kissory Chand
often accepted his wile's point of view and reasoning. Despite her
maintenance of strict purdah, travels in the disiricts of Bengal gave
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Kailashbashini insights into different ways of life. The fact that Kissory
Chand had chosen to keep his wife and child with him provided for the
development ofastrong family bond where both partners looked upon
the home as a refupe [rom the Gst changing world outside. Judging by
the narration of events, neither Kailashhashini's family nor that of her
conjugal home had much of & role to play in their lives. Though as a
dutilul daughier-in-law she atiended every imporiant Bumily function,
Kailashhashini never failed o recount how both she and her husbind
were counting the days for her return,

Janaifa Grihabadhur Deary 15 remarkable for its candour and
insights. ltdescribes insome detail the life ofan Indian working for the
East India Company through the eyes of & woman who was educated
enough not only to weach her child, be familiar with the scriptures of
oiher religions bu also towrite lucidly on moral and socil issues. Al
the end of the Digry, the editors have included a page of monthly
accounts and details of jewellery, both of which were meticulously
maintained by Kailashbashini. Without the all-encompassing purview
of older family members and in-laws, Kailashbashini developed a
strong sense ol personal identity and wias quite clear, particularlyin the
carly vears of her marriage, on her role in preserving domestic har-
mony: though she did make occasional statements about the limita-
tions of 3 woman's mind. her well-reasoned response o Hinduism at
the level of ritual and behaviour convey the impression of a halanced,
independent-minded woman,

Kailashbashini's Digry starts in the vear herson died and ends with
the death of Kissory Chand in 1873:

Oh reader, here my book ends. Today my life is finished... | came
bavck a widow. When this name (widow) comes 1o my cars, it is like
a thunderbolt. Alas, what 4 frightening name (word ) - hearing it
i like having a heart attack!™

[t is possible thai Kailashbashini's apprehensions of widowhood
were based on an awareness of the singularly oppressive and limited
life of a Hindu widow, What is more possible however is that her
agonised words lamented the premature end of a life of companion-
ship and muteal trust. This evolution of a hushand-wife bond with
limited interference from the larger family collectivity was not usual in
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nincicenth century Bengal, To characterize it s a marriage hased on
ihe “romaniic love" notion which was prowing in the West would also
perhaps be inappropriate. [Ewould be more realistic 1o liken Kailash-
bashini's attitude to Kissory Chand is being one of hakd or devotion,
of thanksgiving to s man she admired, and whao had done much for her.
But her account i not free from o certain implicit regret and o feeling
that aftcr a point of time, situations had overtaken her. While she did
nol express openly her reséntment at this turn of events, it & implicd
in many of her musings. Kailashbashini was dn independent-minded
woman, who nonetheless knew when and how o give in, She was a fine
stralegist who combined tact with a degree of firmness. Yet, in the
ultimaie analysis, she was a helpless and lonely figure in a world where
men and the male way of life detcrmined the Fate of families,

Written from the point of view of one deeply affected by social
change, Kailashbashini's Diary provides insights into how an individ-
val woman responded (o the events influencing her life: hoer story is
neither a pacan for change, nor an indictment of it. Rather, it gives a
realistic assessment Of how she was affected and influenced. Using the
tools of literacy provided to her by these very forces of change,
Kailashbashini gives usa fairly vivid idea of her lile and its concomitant
tensions, She stared reading and writing in her mid-teens by which
tme she had been socialised ino the ethos of the aarafpur, noncthe-
less, she looked eagerly 10 the male preserve of leaming, combining
her innate commitment o order and continuity with her desire for
access (o the new knowledpe, Her cducation gave her the skill o
express on paper; learning did not merely create an unthinkingly
devoted helpmeet but also a questioning, and at times troubled mind.
In part, Kailashbashini’s apprehensions regarding the social reform
movement indicated a willingness 1o question some of the values of the
Western-oriented yet staunchly male-dominated society. Ultimately,
her tenacity in sticking by tradition was of little use as she becamo a
helpless witness 1o her husband's self-destruction. As a woman, she
wiis in no position to impose her will on his: though she had in some
areas resisted Kissory Chand's dominance, she was, by and large, his
creation, his willing student. Not did Kailashbashini write opealy on
her ulimate anguish, of her suffering as her life's companion aban-
doned an existence of simple pleasures for the more compelling
intellectual stimulation and way of life of his peers.
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Education did not résult in o0 many Kaikshbashnis, what iodid
do however, was 10 provide those who were inlerested, acoess 0 new
kinds of information as well as (0 a certain wiy of thinking and of
analysing situations. Most importantly, acquisition of the skill of
writing helped not only in documenting cvents but also in giving
expression to feelings and emotions,

With their retumn 10 Caleuotia, Eailishbashin chearly found certain
social relationships strenuous: while she could not accept her hus-
band’s new lifc sivie, nor his associates, showas nol free o jgnore thelr
implications ¢ither. It is possible that she often sought refuge in the
pages of her Diary. Inits present form, thee Dvary reads as a subsequent
re-casting of earlier events. Though Kailashbashini did not give any
reasons for keeping a journal, itwas evidently asource of great comfort
to her. For instance in the passage whereshe déscribed the reasons for
remaining a Hindu despite a basic sympathy for the reformist cause,
Kailashbashini was clearly using writing as a medium for externalising
a deep-seated conflict. By doing s0 she was able, presumably 1o cope
with the situation better.

Writing [iction, poetry as well as about themselves were forms of
self-expression at which a small number of Madramahilas soon be-
came quite adept. Life in the zerana undoubiedly provided women
wilh the opportunity to share the joyvs and their anxictics with female
affines and relatives; vei such communications had their mitarions as
well as structural constraints. For some, lerary writing provided a
newly acquired freedom, creative vel not threatening, Descriptions of
delicate manoueverings, strategic nogotiations ns well as outright
frustration all find their place in these lexts which range from well-
organised books dnd anticles 1w random and somewhat haphazard
jottings. A reading of these texts becomes meaningful for & better
understanding of the impact of social forces on women's Hves: in the
present context, such writings are examples of the liberational poten-
tial of education.

By the middle of the 1830s, upper middle class, upper casie
Bengali women had started writing in journals, and newspapers, while
a handful also wrote full-lengih books. Not all hid Kailashbashini’s
determination or strength of mind; many wroie in 8 manner which
clearly indicated a dominant male influence. Their aim was 1o reiterate
the new goals of womanhood which neliher the anfalipur, nor intérest-
ingly enough, education was todisturb or threaten, Women who wrote
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had been educated at home, or may even have spent a few years in a
girl’s school. Aswe have scon, awell-monitored cormicolum and aocess
ier & limibed numberof lexis was controlled by men in the family and in
educational institutions, By the end of the century, a steady trickle
beganentering the highly recommended feminine profession of teach-
ing: a few became doctors, others became involved in the national
movement and insocial work, Most, of course, remained enlightened
housewives, trained in the art of modern home management.

The educational system, then, has performed is role well in the
creation of the (deal women; yei BEailashbashini and hér spiritual
heiresses in the present century are also the products of the samée
systemwhich, by granting individuals certain skills, has equipped them
iy be considered as persons in theirown rights: by drawing a distinction
between womanhood and personhood, | am re-stating in another way,
ihe wo concepiualisations of difference. Dilference: a5 incquality
cclebrates sexual difference which is graded on ascale, while difference
a5 a value celebrates sexual difference for the sake of this very differ-
ence. Difference as incquality implics belielina distinet manhood and
awomanhood, while difference as a value views individuals as persons.
Persons, whether they are men or women have specific atiribules but
there is no necessary stereotypification or ranking involved. In fact,
there s, a5 Kailashbashinis life has shown, a questioning of stere-
otypes and of an unequal hierarchical order, and & demand 10 be
considered as separate, but equal. Of course, such notions are mere
thoughts hinted ot in Kailashbashini’s writings; in contemporary India
they are the mandate ofa growing number of women who are becom-
ing more aware of their righis as persons and not merely of their
OhEgaiions (s winten.

Legal intervention,™ the work of voluntary organisations and a
number of groups committed to the creation of mwareness arc playing
anincreasingly important role in this process of consciousness Taising.
The natural wendency of the educational system would he to perpeiu-
ate inequality; in earlier sections, discussions of existing policies as
well as of practices have shown how easily education becomés a handy
tool in a stratified society. But there s also the other, more subtle, if
not covert process at work: that which creates the mind which ques-
tions, The inquiring mind is supposedly one of the chiel goals of
education; yet, training by rote, an uninicresting corriculum and
disinlerested teachers do not encourage the spirit of discovery or of
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ingquiry. There is in all of us, however, the Dahrendorfian urge 1o be
free, and questioning is but one part of a mind that scales freedom and
sell-expression. This paper has attempted to show how education
provides the training and skill for expression, inguiry and an intellec-
tual search for options. The manner in which individuals use these is
a function of their socialisation and commitment, Ofien, one's sociali-
sation may be al variance with a deep-seated commitment to change.
The choices that one makes then are very much @ product of one's
ahility to stake a claim for one's convictions and beliefs,
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thinks, writes and experiences fife differently, “phalsogocentric Westerm tought”
amidiall that il ssnpds lor nesdsin be repected and replced by s woman's cxpericni:
whach lives Il‘ﬂ'ﬂl.llh her m::lupl'u:u'l. and her linguage. For an cardier English
imtresdnciion to 1hese !.q'uknp see Plwine Marks nnd lsabelie de Conrivron. Now
Frevech Feandmlwirs (Brghton: Hareester Pross, 1998,

For instance, fonamosl eipesents of ilhs school of Uiought such s Mary Daly
(Efvm Lralogy) and Adrienne Bich (On Liey, Secrerr and Sifence) mxk for o peim
bisfernileniss, toh hasks fomaleessence. Such iheirios cam, withisb ivichdifficalty,
lend 1o & reductionsi essentiadisen; they adso lend credence 1o p malelemals
oppesition which can be convendenily mnked oa o hlerarchy of make: culinne
superior in opposition oowoman: natune: subasedinoene, See Linds Alealf s Cul-
tural Feminism Virsus Foa-Siruciuradism: The bdemiliy Crists im Fommisg Theony,
SHONS; Sourmal af Wonren o Crefivee and’ Secieny. Wal, 13, Moo 3, 1984, for g
discussion of cultsrl feminism and Deconstrocian.,

In e sell-kisewn e o ENfrenr Fee Carol Gillignn disousses male and female
differenees in’ perceplions b rights and responsibiliics; hased on data from 3
empiricsl studics, she concludes that women appear te iemper respoiizibiliiy sath
cariig while men are more eoncenssd with ulfilling their obligations ssibo
uiting umnecessurely involved. Waomen students also appear o sespoimd Bellerio
wli h-'lur':r Fickl Belenky o af call “aopnecicd tencheng” [Weanar ¥ Wirs d,l"
t?ﬂ: Mew York: Husic Books, 1986) milier than 10 impersonal, “separnted
1 ing.*

See s Socin! Thevry and Social Sencme, (Rew York: The Free Pres, 1968 (o
i detnibed elabomiion of the notion of rebiive deprivation and its implication,
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I hits Srerurgvsres i Spaod { Oodord: Bl Blackwell. 1967), F.G. Baiboy dscusses
the public fnce of politecs and ihe praate wisdom of parlicipanls im e conlben of
n Few case sEudies, Eised on his Geld observalsm.

Andre Beleilbe;, The Liea of Nanwal foegraiiey [Loadon School of Eoonomics
'i'ﬁl-l,l].p.-rﬂ. Im his “Rriceand Casse: A Beconsidemmtion”, {mimeo 1989 Heneilbe
makes the pn-lm ihal Women's Studics cam contribute ped only Wowands “a Deller
understanding of relaiions betwesn theseses bl alvo fora deeper insighl info the
gemeral problem of ineguabity™ (po &) His accepiance of the mole of Women's
Siudics in wilening 1he social scicnlisis” epssiemalogical bass marks a major shill
i e st ol 2 lendiieg socsologisl. From anoiber discipline, psychologiss Caml
Ciilligan raiscs sanmlar guesisons on ihe asocintion of dilfernee witl geslites
ranped in & hietarchy. See fn g Dfferoar Fodee [Combridge: Hiopmnd Linsvemsity
Fress, 1UE2),

Svir p. 26 of Mary Warnock's “The Dstribution of Eduealion™ in her Sehools of
Thanghy [ Losdon: Faber and Faber, 1977, The nuthiog discusses with great clarin
gl notions of equality asd cgalithriznism in Uiis sssay,

Croted on p. Mol Warmoeck. vhid.

From p. 177 of 11, Maik's “Equality, Criality sl Quamibing in Indian Eslscatoa™
in thee Teeivrnoaiond Reaowe of Edication s Julibes Number, 1979,

Peerre Bourdiea and 1. Passeron, Reprosfecion in Sdvcanion, Seciey and Culdare
{Longdon: Sage Publications. 1976,

Fammaehien ]'-l;n:llpI peui firsrih s views oo womien in five pamphlets. tao petitionsand
a numbser of letters. Writien orginally in Bengall, be irsnslated thess e Englivh
s o ke Uhem available ioa lnrger reading public. These guotations ane from
his secomd Irsct om i entifled A Secand Coslorenee Berween an Advecie for
and an Opponent of the Practioeof Burming Widoss Alve™ s il appeamson ppil
2 of Sophia Dabson Colbel’s Life mad Leters of Bammahnn Boy (Caleuna: AC
Harkar, 1915 edited by Hem Chandrs Sackary

Sed im particular chapters |1& [l ol LS, Mill's The Swlyectond of Wamer | London:
Onlord University Press, 1971) (1869).

In their “Sex Differences amd Cognitive Abilities A Sterile Flokl of Enguiry?”
Dorothy Ceriffthe snd Esher Saraga give s competend overview of ibhese scientilic
trends. Their isaay appears in Chonagh Harineil. et s, Seveale Sievemtgriag
(London: Tavistock Pubiicatbons, 197407

Emide Durkheioy, Tie Dbdsos of Lebove in Socieey [ New York: The Froe Press,
F06] (19337, oLl

Joan Burstyn, Fieromar Educiriion and e fdval of Worrarbhood [ London: Crooem
Hebm Liak 19903, p, 37

Ibid., p. 38, In particalar, Chapéers 1, 2, 4.8 5 deal with potioss of femininity and
emerging ileas on wimcen's capacities.

ikl p 91

See for Imstange Mancy F. Coit's "Passionlesaness: An [nterpretation of Yictorian
Semunl [dvology, 1TH-1ES0" in SIOAE, Wol, 4, no. 21, 1978, pp, 210236 For the
grmih o Bheese deas on Temindme sexualay.

From . 3 of Elnine Shoanbier’s The Ferarle Maleay [Mew York: Pepguin Books,
19E5),
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Fant Oneof Showalter's book i full of inferesting information on Viciorian notions
of women's menial disonders,

See the Bangladeshl hisorias Ghulum Murshic's mog informative Belieram
Pebrimater Response of Rempall Women to Modereoaraoe JE00 005 (Rajghaki
Ulnivershy bress 1962), amd Mesedith Bosbasck's The Changing Role of 1Famen in
Hengl, T80 7885 [ Princeton: Princeton Universing Press 1984 for conslderabile
mnteria] on the wes of women and on Artinndes o and of women duringihiz period.
Borthwick categories the bhdnmsseiilar as the women from weadealok homes and
dealsan bengtbaain theer responses ioeducation, the fomily, marriage, dressrefonn
nmd s on,

While mon wrole extossively on waomen b The amarbpre ssmilar srilings by women
were nol unkncem; the o most poicwoniby ane Bamosundan Debi's &0 KT
Kivsradeor Tirchithe Holloy Desiver Sniqbidled Floibep™ { Which arc D Saperstitioss.
thas Meed 10 be Removed For the Country's Prospery?) pablished in 1861 and
Kallashhashim Dby { Crupia’s) Minde MaeSeganer Hinehooh { The Lowly Pos|-
tiod aof Hindu Winmen) pubstistsed im 1864,

Humil Sorkar, “The Wioneen's Cluesiion in Mipgiconth Ceniury HBengal” in Ku-
mikuam Sangari and Sudesh Vaid's edived Woumenr aud Caitare, [ B,
Ciowernnsent of Wesl Bengsl, Roporr of e Camuission for Ploaming of Higher
Educadiven in Wesr Sengel (Mew Dielhi: Government of West Hengal, 1984, po 144,
Frons Sebeciions from Educational Reeosds, Cakuria, 1922, Pan 1, p, 388
Kanslesh Misclol, The fevisile Wonan (Mew Delhic Amaltas, 19078 and W oamer
cuved Cirls a1d Povrayed i dings T ool | Mew Delhi, NCERT, 1976 In Vasudls
Dagamwar's “Women W Ulse the Martage A ndia Intermarionad Jrearterdy,
Vol T2 Moo 11985, Maratki bexs bocks have been snalysed,

MNCERT hns hn:.ug_hl o three handboaks on iextbook 'nm.i.ni;_ namely Sistns ol
Woemen through Curmicufum, Elementary Tenchers Handbook, 1982, Staius of
Woanen through Curriculum, Seconclary and Semior Secondarny Stages, 1984, and
Status of Wamen throwgh Teaching of Maithematios -- A Teacher's Handhook,
10%d, Al three are Irli:l'ul:ln': and informalive

Chaltemge of Edincaron { Mew Diethi, Minstry of Flunsn Besturce

THAT, . 43 discusses the non-imphemenialion af the 1042+ 3 system particularly
in respect of the education of girks. Ohsenationon schools in the Joma Masjid area
were masde by Bl girl stadeni of IJnania MilHs s min whe has stedeed inone
suich sehool

Lisha MNayar, “Fducation of Girls at il Secondary Level in Lodia,” anipublished
popuer. 198 [ gives o detniled m[:,-:ln ol strcaming of awdents in aiiferent
ilsciplizs m Delki schools.

Parrior, Mew Dethi, 25 May 19E5; kis report meredy confinms what national dats in
Fdaertion fu fagtla volumes clearly shiow,

Jamis Millia, ohservation of FLE, studem.

Rajani Kamar, *Secondary Edacaison lor Girks; The 'What and Hiea'™, Edwcanian
Qunrerly, October 1082, Viod, XXV, Mo, 4. Her analysis of Delbi applies equally
to the rest of the couniny,

From Vibha Farihnsarsihi's *Socinlisation, Women and Edecation: An Expen-
men” i Earuna Chamann's edited Sochnisgtieg, Edpcation god 18amen {Hew
Dielhii Chden Lompgnanns, | 985,
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krisiena Kumar, “Growing up Mabe®, Seaitier, 318, Februany 1986,

Leela Dube, “On the Comstriction of Geniler: Himda Gk n Patrilineal Dedis",
Eeononric aad Pofiteal Weekly, Review of Womens' Stodies, Viol, XX, Mo §8,
i April [98E, p, WE-1 1., Secalzo Sudhi Bakar's The bimer Workd - A Porchigira-
ftic Karvely af Chilidhood i Badie {Mew Dhedhi: Creford Linpeersdry Press, 19815 Fis
tater Mywicy Showmams amd Pocrers (Mew Delhl: Oadord Unhersity Press; 1984)
Ei'-ﬂ 1nl:1'ﬂl|rp; case histories of how traditional society copes with psychic stress
AMDINE WOmen;

Foanmar, m, 41 p 22

Frrom the Tiemes of i, Mew Delhi, 23 Sepiember 1988

Ths is a 4 minwle docomentary made by Mediasiorm, o growp of (e young
wasmien trnined invideo iecheobogy. 1bdaatswith the aflermath of ke Boop Kanwar
incident as well as with ihe response of aoivesis and polilicians,

From p. 32of Partameniary Mess and Fuses Senviee, Bodget Session 15988 quoling
Mlinigier of Srate for Home Affais, P. Chidambarain's response (00 guesiion by
Syerl Shahabuddin

Bndha Kistwar anshyses reasoes lor increasing domestic violence bn “Banered!™
ki The Mivserared Weekly af Ieafia, 24 Scotember TURY, pp. 1 2-19

hidd., p. 14,

Mandy makes this poant im s “5a0 a8 Kaliyuga™, Bronomie and Paifacad H’L'd-.";-,
Yol XX, Max 38, 17 Seplember F9RE po 1976,

Apari [rom "Sani; A Nineteenih Cendury Tale of Women, Yidkenee amd Protesi™
i i ¢ the Edge af Poschotopy: Exsays in Politics and Cutare {New Dielhi: Oxford
University Press, 1980}, Manidy has o smtien, “The Sociclogy ol Sai™, fndizn
Lprens, 5 October 1987, and “The Homan Facior', The seemed’ Bkl of fndia,
L7 Inmiary 1988, Seeabso, Imrana Oadecr and £oyn Hasan, =Ceadly Politics of the
State ool s Apologists™, Scosmic st Pobivioal Weekly, 14 Movember 1987, and
Sugala "zlel and Krshna Kemar, “Defenders of 5ail”, Ecomamie aad Palivcal
Weeklp, 23 lamunry 1985,

For a discussion of the tenm thadrafok see 1L Brovmfickd's Etie Conffic in a
Ploral Society (Bombay: Oxford University Press, 1968), p. 13, While Broomdicld
eovisnged ik hivadralol ot a disiine eategory, Rajat Kantn By in liis Soedal
e flics avadd Political Uarest fn Bengal 1875 19007 (Mew Delhi Oxlorod University
Freas, 1924}, i more molimed b concepinnlise the bhodroeing o comprising “re-
spectible snciely”™ rether than & homogesms proug.

Shassdazundari Desy dictated her Mie v hiee Fﬂdlﬂll-i.ﬂ-h\l .II'IFI'dI"I‘J.I' holisis-
tighr. It was published in Bengali as Aimakasha (Autohiography) in 1913,

From p. 28 of Rassundarn's Anar Jibaw included In Vol | ol Rarcshehando Jana
ei.al’s Adreakanka (Calcuita, Ananya Prakasham, 1981,

Soe Boribwick, m. 27, Chaplens Three snd Eight,

Knilashibashind Debi's fanais Grisabaiur Diary was serialized in the Bergali
meonthly, Hosummd in 1953 and has recently Been pul iogether i ihe Bengali
literary and cultural journal Akbhon, special fssue of 1982, pp. B-96. Presend
references are froam this version, nod | have done tlhe translation.

While there is no biography of Kissory Chand, | have gheaned these details on s
ife from various sources sswell as appendis 1, pp. 1701 o Roper Lethbridge’s 4
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Higory of the Renatprance fa Benged, Romrany Lakini: Brafrarn end Reformer
Cabooita, Editions Indinn 1972 (first puhlshed in 15907}

In .ﬂpp:ndu: Twar, Murshid describes redana edecation m [ull While o number of
journals for women had started appearing by this time, Bramobodhie Parda and
Tmrabodiind Poirkn, and later Daarakanath Gonguly's Abalchradhmh were the
mosl imporiant grarmaels for women. Earlier in 'Chnpln' I, hie discusaes allbludes 4y
wamer s education, See als Boribwick, Chapier |,

Eailsshbashini Debi, no 54, p. 1K

Il . 30,

I, i 21,

fbad., p. 32,

Tad o 32, From page 3 onwands, Kailadhbashing suarts discussing in some detail
the dilemma facing her,

I, pp. 14-35

Phidd,, i, 418

For recent studics. on judicious intervention see Lotiks Serkar's “Women and
Law" in the Annssl Sarveyvs of Indian Law Publeshed by the Indian Law Enstilite,
Mew Dielhid from 1985 cemands
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Education and Communal Politics in Bengal:
A Case Study

Poromesh Acharya

This piper deals with the communal controversy and tension that
overshadowed the political and social life of Bengal with the introduc-
tion of the Bengal Secondary Education Bill, 1940, in the Bengal
Legislative Assembly, during the period of provincial sutonomy. This
paperdoes not intend 1o deal with the problems of theorising commu-
nalism as such. Yet it may throw some insights into the problem.

The retation between educational development and communal
politics in Bengal during the 3s and the 40°% in the present cenlury
mikes a fascinating study. This aspect, it appears, has nol as yet
received the duc sttention of the scholams who have dealt with Bengal
politics or development of education in Bengal. Communal politics in
Bengal has been penerally studied [rom the standpoint of land rela-
tions as an expression of land politics. Admitting the validity of this
approach [t cin safely be said that this only partially explains the
problems of communalism in Bengal, Communal confrontation cut-
ting across the class structure sometimes is seen as the politics of
manocuvre due 1o the inner contradictions of the dominant clisses.
Communal differentiation as rooted in the realm of cultural identity
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remains still an autonomoos reality which needs (0 e laken inbd
account particularly in dealing with issees like education. In fact, the
history of cducation in India shows that education, cven after the
introduction of Western education, was never a cultore-neutril edu-
cation,

[t is Interesting 10 note that the denial of this reality by the
nationalists gave rise to the communal palitics of edudation in Bengal
during the first hall of the present century. Ttis all the morne interesting
that nationalism in Bengal showed clearly Hindu moorings and devel-
orped on the basis of a Hindu cultural identity in spite of all clams of
nationalism a5 & secular ideology.” Tt was no wonder that Muoslim
intelligentsia in Bengal did not find much difference between Con-
gress nationalists and Hindu nationalists. In facy, the only difference
wis that while Hindu nationalists consciously interpreted Indian
nationalism in terms of Hinduism, Congress nationalisis tried o
interpret Hindu nationatism as a secolar ideology: It was casy for the
caste Hindus of Bengal to resolve the questiion on their Indian identity
through Hinduism. But for Bengali Muslims it was a crisis.

The crisis of Bengali Muslims can be traced back to the last
century when modern Bengali anguage, ltcrature and system of
education were being shaped by the stalwans of the caste Hindu
community variously known also as rationalists, or radicals or liberals,
Obwviously, a Hindu bias crept In and a feeling of alienation grew
among the educated Muslims in Bengal. Bengali Muslims rejected the
dobhax literature and refused 10 accept Sanskritised or Hinduised
Bengall. Bengal Government ook note of itand ina better in 1872, o
Government of India wrote It is certain that they would hive no
desire to be instructed in an artificial Sanskritized Bengalee such as
some Bengalee scholams effect™.? Some asraf or higher caste Muslims
in urban areas prescribed Urdu as the medium of instruction for
Muslims in Bengal. But that was not acceptabic to Bengali Muslims in
general.! However, with the rise of nationalist movement this crisis ol
Bengali Muslims aggravated, Failing 1o find a Muslim idiom of Indian
identity Bengali Muslims gradually took recourse 1o pan-lslamism.*
As a matter of fact, they were rather pushed 10 such a situation by the
denial of the naticnatists of the cultural roots of communal differen-
lation,

Bengali Muslims, however, could not resolve their crisis by taking
recourse 10 pan-lslamism and accepting Pakistan. [twasonlyafter the
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formation of Bangladesh that the problém could be somewhat re-
solved. But that is another story beyond our topic of discussion,

By the turn of the century Muslim public opinion becime vocal
pgainst the Hindu domination over the system of education. They at
the same time blamed themselves for not taking initiative bul leaving
it to Hindus toshape the system of education. They however, identified
three major problems of edecation. These were; ) language problem
i} problems of religious education and i) Hindu bias in the exisling
cducation. Government of India in a letter 1o the Secretary (o the
Crovernment of Bengal stated, “The reasons which hiee retarded the
spread of secondary education among the Muhammadans are the
poverty of the community, the linguistic difficulty, the demand for
religious instruction and want of Muhsmmadan representatives on
the Governing Bodies of educational institutions™.®

In the year 1915 Bengal Government constituted a commitice 1o
consider questions connecled with Muhammadan Education. As a
general policy the Commitiee recommended that

while it is necessary to maintain special institutions for Muslims
itis undesirable w develop further a system of education for this
communityseparate from that of other communities. The existing
system should be carcfully examined 1o see where they il o
satisfy members of the community and necessary modification
should be introduced.®

The Committee further recommended that “the adequate repre-
sentation of Muslims on the managing committees of High Schools
should be made & condition of receiving grant-in-aid from the public
fund”™and that “the University should insist on the adeguale represen-
tation of Muslims on the managing commitiee, before granting recog-
nition 1o any new school™. It also recommended that, in all Govern-
ment Schools 15 per cent of the places be reserved for Muslim boys,
There should be more Muslim Headmasters and assistant teachers
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and adequate provision should be made for Arabic, Persian and Urdu
leaching.®

It appears that the Committee could not resolve the problem of
language study (o the satistaction of all. 1t recognised that “Bengali
must be the medium of instruction™ in primary “schools attended by
children whose vernacular is Bengali™* At the same time it felt that
“Muohammadan boys should have the opportunity of learning the
elements of Urdo to facilitate their study of the Koran.® For the
sccondary level they suggesied a three languape formula of English,
Bengali and Urdu, It stated:

we have carefully examined this question of languages (o see
whether the number of languages cannol be curtailed, and the
general conclusion at which we arrived was that only one of the
three languapges (Persian, Arabic and Urdu) need necessarily be
studicd thoroughly."

It may be noted that this emphasis on Urdu was not without
reason, According 1o the Commities, " Urdo is a language which 1s nol
only spoken by the Muslims of other parts of India but has also come
1o be regarded as the Lingua-franca of the whole country™.* [n fact by
introducing Urdu Bengali Muslims wanted to résolve their problem off
Indian identity.

Calcutta Uiniversity Commission, 1917-1919, also considered the
problems of education of Bengali Muslims, The Commission received
several Muslim deputations and summarised some ol their grievances.
A few revealing grievances were as follows:

a} The encouragement by the University of a Sanskritised Ben-
gali, which is difficult for Musalmans to acquire,

b) The use by the University of books which are either uncon-
genial 1o Musalmans as being steeped in Hindu religion and
tradition, or even positively objectionable o them, because
they contain statements offensive to Muslim sentiment. El-
phinstone’s History of India is cited as a case in point.

€} The requirement that each candidate should write his name,
instead of giving a number, on the answer books shown up at
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unversity examinations. [1 B suggesied that this praciice operates
to the prejodice of Muslim candidates.

d} It was allcped that “out of 895 examiners appointed by the
Calcutta University in 1917 in subjects other than Urdu,
Persian or Arabic, nine only were Musalmans”, As such they
demanded “fair share™ in the appointment of University exam-
iners,'*

The claim for “fairshare™ in educational management became the
main issue during the period of Diarchy. Hartog observed, “the
transfer of the Depariment of BEducation to popular control, as
represented by a Minister, both increased the public intercst in it and
made il more sensitive 1o the currents of public necds and public
opinion. Muhammadan community particularly had awakened 1o the
need and possibilities of education™.™ In fact, during the period of
Diarchy certain concrete measures were taken for the extension of
primary education in Bengal. A centralised and uniform system of
primary cducation was being introduced in Bengal for the first time. As
aresult primary education made a cerain degree of progress, [nterest-
ingly, Muslims formed nearly 54 per cent of the total roll strength, and
the Hindus and other communities topether formed 46 per cent
Muslims, however, were still lagging far behind in secondary and
higher education, They strongly belioved that the Hindu bias in the
present system was a major if not main, hindrance (o their education.
And 1o change it they necd (o achieve some control over the system ol
education.

There was a very strong resentment among Benpali Muslims
against the prescribed text-books and the Sanskritised Bengali lan-
guage. The Report of Dacca University Committee stated in this
regard that “Bengall literature as at present permeated mainly by
Hindu ideas, and there is a greal paucity of literature on subjects
derived from authentic Arabic or Persian sources such as will interest
Mubhammadan students.” It sugpested that “the Government or the
University should encourage authors 1o publish Bengali books of a
Muhammadan characier, and that such books should be included in
the works prescribed as models of style™ ' An analysis of the Muslim
public opinion as reflected in journals edited by Bengali Muslims will
show the depth of this resentment. It was even alleged that books
authored by Muslims were not selected, us the texi-books sclection
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commitiecs were dominated by the Hindus. " Abul Monsur Ahmed, a
writer and a political leader of repute, allcged that one Hindu pub-
lisher refused to print his book as he vsed the word pani instesd of jal
~ meaning water. He also alleged that his book Naya Para was not
approved by the Text-Book Selection Committec on the ground of wao
many Arabicand Persian words, It happened when Fazlul Hug was the
Education Minister."

Azizul Hug, Vice-Chancellor of Calcutia University and the
Speaker of Bengal Legisiative Assembly in his note (o Kamal Yar Jung
Eduocation Commities wrole,

with the begining of the new reaction Bengali of the fiftees and
sixntees of the last century contained such stiff Sanskritised words
and phrases that i1 is doubtlul if any average Bengali, unless he is
a pood Sanskril scholar, can even understand them, Mo doubt the
language has thereafier been liguilied o some extent in process of
time. But it still contains many hard Sanskrit Words specially in
someof theschooland college text-books.... [tiswith thisinherent
disadvantage that the Musalman student has 10 join the present
sysiem of education. Bul he has also o conlend against the
syllabuses, schemes of study and text-books, He reads lwerature
and he becomes conversant with Dev, Devi, Avtar, Namaskar,
Puja, the conception of life, birth and rebirth, the pantheon with
all the doctrines of Feda and Vedansa, Purans and Gira.... He
hardly comes across the conception of Alfah, Rasm/, or the mean-
ing and import of Namaz, Haj, Zakat or the principles and
doctrines of Islam in Quran or Hadis."

In regards (o History text-hooks he wriles,

he reads ancient India as a study of culture in a pictare of ils
inspiration and ideals... Coming to the mediagval period he imme-
diately falls into a narration of wars and conguest, slaughter and
carnage, destruction and demolition of India’s past, amidst patri-
cidal and fratricidal struggles and dispuies...,

He concludes,
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Let it be remembered that this is whal a stuwdent in the most
formative period of his life has to read in a school, 1t is bound to
create communal discord and deep-rooted hatred. Nowonder U
Muslim culture and social order have disintegrated under this
system of education and India has not yet been able o sobve the
Hindu-Muslim problem.

Adtiioul Hug surmised that

the consensus of opinion among educationists is that there are
twoand only twoaliernatives. Either the presentsystem of schools
and university studies must hirve such syllabuses and themes that
the Hindus, the Muslims and all other creéeds and communities
can meet on an essentially common platform with no influence,
tendencyor bias in favour of the one or theother, OR, educational
India must be a federation of two or more types of educational
organisations, each tryving to-develop its own culture and heredity,
but in a spirit of catholicity and good-will to others, | hope and
pray that wisdom and sense will still prevail and their will be a
common and unified plan and programme of education."™

We could not help quoting him elaborately as he represented the
comparatively liberal section of Bengali Muslim middle class. Opin-
tons of Bengali Muslims, particularly liberal Muslims like Aztzul Hug
and Fazlul Hug, one time Premier of Bengal, in regard 1o Wardha
scheme or Basic cducation may be revealing. Both of them and Bengali
Muslims in general rejected the scheme.'” They were doubiful, like
their Hindu counterparts in Bengal, in regard to certain aspects like
self-supporting nature and the role of takli and charkha s was pro-
posed in the scheme. But the main objection of the Bengali Muslims,
It appears, was that the schools under the scheme woold turn inio
Ashram-schools like Vidya Meandir and preach Hinduised Congress
cult in the form of Bhararmara, Bande Mataram, non-violence and
Gandhi cap.™ It was also leared that a reformed Hindustani would be
forced upon Muslims and this would drive out Urdu. Azizul Hug
wrote, “there wis penuine misapprehension that this new teaching
would incvitably lead 1w inculeating the same brand of ‘nationalism®
with which India has been too familiar to-day in some of the ‘nation-



Education and Communal Politics in Bengal 175

alist” newspapers™.® 1t may be noted that not only the scheme but the
bonalide of those who would be entrusied 10 implement the scheme
wiis also in question.

Itvis apparent that Muslim leaders of Bengal were apprehensive of
the design of the nationalists. This apprehension of the Muslims of
Bengal was however, not totally unfounded. A distinet Hindu bias was
Juite observable in the auiudes and activites of the nationalisis in
regard 1o different vital issues doring the perind of Diarchy and
provincial antonomy. Bengal Secondary Education Bill 1940, was one
such issue and perhaps the mostsignificant one. Before we come 1o our
main topicit may be necessary tosay a fewwords about the Hindu mind
ol the time, particularly about how Hinduva was defined by Hindu
nationalists.

The first Hindu Sabha which was established in Panjab in the year
1907, stated this as its object: 10 promote brotherly feelings amongst
f—'lﬂ various sections of the Hindu community and to improve moral,
intellectual and material conditions of Hindus. 2 When Hindo Mahas-
abha was organised in all India basis it became necessary o define
Hindu and Hirdurva, Hindu Mahasabha maintained that

it was not a religious organisation. Hinduiva or Hinduness which
included Aryas, Brahmos, Buddhisis and Jains, wis not i religion
buta nationality, Himdurva did notdepend on a particular spiritual
belief of a system of philosophy. Before the advent of the Muslims
and Christians all Hindu secular institutions, traditions, customs
were Hindu because they were Hindustani or Indian,®

By implication Muslims and Christians were excluded as they had
denationalised themselves by accepting a foreign or son Hindu creed
"":‘I'-“ﬂi“}'- The All India Hindu Mahasabha in its 21st session in
Calcutta défined a Hindu thus: “Every person is a Hindu who regards
And owns this Bharar Biuumi i.c. land of the origin of his religion, the
cradle of his faith”* Earlier in its 20th session Hindu Mahasabha
declared that “Hindi that is based on and drawing its nourishmens
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from Sanskrit vocabulary is and rightfully deserves to be the Mational
Language and Devnagri as the National Script of Hindusthan™.* In its
2151 session Mahasahha announced that, "t our bounded duty 1o
oust out ruthlessly all unnecessary alicn words whether Arabian or
English from every Hindu tongue -- whether provincial or dialecti-
cal™* As example they cited the Bengali language and said, “COur
Hindu brethren in Bengal are especially to be congratulated upon in
this connection because the Bengali literature is admicably free from
any such uncleaned admixture of unnecessary alien words which
cannol be said regarding our other provincial ongoes and litera-
tures™. ¥ Hindu Mahasabha wanted “Samskrir aistha™ Hindi as it is in
vogue now. In Bengal this process was almost complete in the 19th
century by the grace of caste Hindu stabwarts like [swar Chandra
Vidvasagar, Bhudev Mukhopadhya and Bankim Chandra Chatio-
padhya, Bhudey Mukhopadhva was also ina way, responsible for
introducing Hindi in the education sysiem of Bihar. Even “A Plea For
the People’s tongue” by no less a person than George A. Grierson, the
linguist, could not make Bihari “diatects” as media of instruction.®
And thus Bihar was also included in the Hindi belt,

It is also a fact that modern Bengali lterature developed in the
wake of Hindu religious revivalism in the second hall of the last
cenitury. The ethos of Hindu revivalism was best expressed in the
writing of Bhudev Mukhopadhya, Ramesh Chandra Dutia and above
all Bankim Chandra Chattopadhyva. All of them wrote novels in
historial settings with Muslim characters. Muslim characters generally
appcared, with few exceptions like Osman Khan in Dwrgesh Nandin,
a5 degenerate and inferior. [L was alleged that historical events were
wrongly portrayed to glorify Hindus and undermine Muslim charac-
ters.® There is no doubt that Muslim sentiment was seriously hur.®
The suthors, however, were inspired by the nationalisi spirit, This
identification of nationalism with Hindu glory made it difficult for
Muslims 10 accept Indian nationalism a secular ideslogy.

Absence of the Muslimworld inthe Bengali liveratare of the latier
period 15 perhaps more significant, The voice of silence is louder. One
may go through the entire literature by Rahindranath Tagore and
Sarat Chandra Chattopadhya, the two greatest authors of this period,
yel one may not get a glimpse of the truthful Muslim world, Here and
there may be a few strivy characters looked from a distance. The only
exceplion may be a short story Makesh by Sarat Chandra Chatio-
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padhya. It only shows the lack of interest on the part of Hindu
intelligentsia 1o know intimately the world of the majority commu-
nity.* This exclusive characier of the Hindu community of Bengal is
akso clearly reflected n their atiedes towards the iszues of education,
An examination of the educational ideals developed by educationists
and nationalists in Bengal, who were predominently Hindus, will show
the Hindu oricntation of their mind. It was no wonder that Tagore’s
Santiniketan Ashram was also not free from that bias in spite of his
international out-look. Muslim response as a result, could not be very
kind. This was how the stage was set on which the drama of bengal
Secondary Education Bill, 1940, was enacted.

v

On 21 August 1940, The Premier of Bengal, ALK, Fazlul Hug, who
also held the education portfofio, introduced The Bengal Secondary
Education Bill 1940 in the Bengal Legislative Assembly 1o provide for
“the regulation and control of secondary education in Bengal™ and
moved that the Bill be referred 1o a Select Committee of twelve
mémbers which should submil its report by the 3(th of November
15944, He had proposed (o include in the Sclect Commitiee leaders of
all the different opposition groups like Svamaprasad Mookerjee,
Harendra Math Chawdhuri, Pramatha Nath Banerjee, Kiran Sankar
Roy and Atul Chandra Sen. But as they refused to serve on the Select
Commirtee he proposed a commitiee of 12 members including only
representatives of different groups which formed the Coalition Min-
istry. In his introductory speech he claimed that the Bill was not a
hurried picce of legislation underiaken in order o transfer power
from one Body 1o another (meaning Caloutta University to a Board of
Secondary Education), or designed as a political measure, but a
measure 1o ensure cducational reforms that had long been needed and
the urgency of which had been stressed by educationists forover iwenty
vears. ™ But the Bill caused unprecedented communal iension and the
Legislature was divided along clearly Hindu-Muslim lines. The only
uther Bill as binerly fought on communal ground, was the Calculla
Municipal Amendment Bill, 1939,

The idea of a separate Board of Secondary and Intermediate
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Education was mooted in the Report of Calcutta University Commis-
sion 1917-1919.* In 1923 Government prepared a Bill proposing
establishment of a Board for Secondary Education and sent it 1o the
Calcutta University for opinion. The University rejected the Bill on
the ground thai the Bill proposed “absolute control of the Local
Government™ over the “whole organisation relating 10 secondary
education™® A tussle ensued snd continued ull 1937, between the
Government and the Calcatta University mainly on the issue of
control of the proposed Board. Both sides made several proposals in
successive years till 1937, Calcutta University maintained that the
Board of Secondary Education, if established, should be under the
general supervision of the Scnate or be & constituent body of the
University to ook after secondary education.® Government on the
other hand, was agreeabie toconcede certain consultative power to the
Liniversity buot would retain ultimate conitrol over the Board. But in
1937 the question of communal representation came to the forefront
and the entire issue took a communal turn as the revised Bill was sent
o the University for its opinion.

In 1937 N.A. Jenkin, an officer of the Education Department
drafted a Bill for “the establishment of a statutory Board for the
regulation and control of Secondary Eduvcation in Bengal™ The
Government of Bengal sent the Bill w Calcutta University “for the
views of the University.” This Bill stirred the Hindu publicopinion and
made il a public ssue presumably for the communal safeguards
Included in it. The Calcutta University Syndicate appointed a commit-
tee to consider the Bill and submit a report. Mceanwhile, the Govern-
ment withdrew the Bill in June and in November sent to the University
a revised Bill. The Commitiee considered the revised Bill and gave its
report in December 1937, It opposed “the establishment of a Board
that will be in effect an element in Secretariat administration” and
supported the “establishment of a Board of Secondary Education
under the general control of the Senate.” In the opinion of the
Committee the Bill “is not a sound educational measure.” It opposed
the “communal represeniation as embodied in the Bill” and main-
tained:

as & university we are against communal representation as such.
We look upon this part of the Bill with considerable anxiety and
disfavour. We believe that while framing the scheme proper rep-
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resentation of the educational interests of all communitics can be
secured without making statutory provision for representation on
o communal basis*

Itis interesting tha till 1937 Caleutta University did not raise any
objection against communal representation though there was provi.
slon [or it in the previous bills also. Tt may be noted that in 1926 there
was provision for only 14 per cent Muslim representation. In the 1937
draft itwas increased 1o 17 per cent, while in the revised Bill 41 per cent
of the seals were reserved for Muslims, [t may also be noted that in
Bengal at that time, of the wtal population nearly 54 per cent were
Muslims, and Hindus and others constituted only 46 per cent. In the
Bengal Legislative Assembly though no pelitical party had absolute
majority, Muslims constituted the overwhelming majority. As such
Muslim domination in the Ministry was a seitled fact, On the other
hand, Calcutta University was overwhelmingly dominated by Hindus,
In such a situation controjover the Board by either party was likely 1o
have a communal overtone. Besides considering the grievances by
Muslim deputationists to the Caleutia University Commission and the
Opinions as reflected in the journals edited by Muslims it can reasona-
by be concluded that Muslims in peneral, believed Calcutta University
10 be bissed in favour of Hindus, There is no doubt the issue of the
Secondary Board tumned into a communal issue even before the
introduction of The Bengal Secondary Education Bill, 1940 in the
Legistature.

In 1938 a conference was called o resolve the differences of
opinion but without any result. Bengal Government, however, could
Aol move & Bill in the Bengal Legislature dealing with secondary
cducation withowt amending Calcutta University Aet 1904 which
vested the power of controlling Matriculation Examination in Bengal,
Assam and other arcas outside Bengal with the University, Besides,
the Bengal Legislature had no legislative jurisdiction over Calcutta
University. Government of India Act 1935 was also required 10 be
dmended 1o bring Calcutta University under the legislative control of
the Bengal Legislature. The Bengal Government now moved the
Central Government for necessary amendments. A resolution adopted
by the Calcutia University Senate on 12 December 1936 made the job
casy for the Government. The resolution stated;
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The Senate i of opinion that the Calcutta University should be
treated as Provincial subject. Il however, there arescrious difficul-
ties regarding the position of Assam, then only with regard 1o
future legislation affecting the University, the Federal Lepislature
may he given the necessary jurisdiction.™

It took some time (0 make necessary amendmeniz and from |
April 1940 Bengal Legislature was vested with the legisiative power
ower the Caleurta Ulniversity.

ALK Fazlul Hug while introducing the Bengal Secondary Educa-
tion Bill, 1940, staned,

The Bill proposes to establish a large Board of Secondary Educa-
tion 1o regulate and controf secondary education. Secondary edu-
cation embraces all education other than primary or university.,
Education in madrassahs and middle schools is thus included as
well as education in high school*

The Bill proposed o constitute a Board with 50 members of whom
25 members were 1o be cither ex-officio or nominated while the rest
were (o be elected by different electorates like Calcutta University,
Dacca University, Legislative Assembly, Legistative Council, Head-
masters, Headmistress, Head of Madrassas and members of the Pro-
vincial Board of Anglo-Indian and European Education. Excluding
the President whowould be appointed by the Government, there were
49 members of whom 22 were 1o be Hindus, 20 Muslims and 7
Europeans, Of the ol 50 members al least 22 members would be
directly related to education while a number of others were likely 1o be
indirectly related to education.

The exccutive power of the Board was however, vested in an
Executive Council of 14 members 1o be constituted by the Board, OF
the 14 members 6 were o be ex-officio members. They were the
President of the Board, the two Vice-Chancellors, the Director of
Public Instruction, the Assistant Director of Public Instruction for
Muslim Education, the Deputy Directress of Public Instruction for
Female Education. The remaining 8 members were tobe elected by the
members of the Board, of whom 2 would be Inspectors of schools, 3
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Calcutta University members of the Board, 2 Dacea Liniversity mem-
bers of the Board, | Scheduoled Casie member of the Board, The
President of the Board would be the Chairman of the Counal. ™ It may
be noted that in the council, excluding the Presideni there would be 6
Hindus, 5 Muoslims | Evropean and the other one uncertain but likely
o b a Hindu,

It is apparent that Muslims were nod (o be in the majority either
in the Board or in the Council even if the Presidont bea Muslim. There
was, however, provision for communal representalion. Cu.rnriide:rjng
the political situation of the time and the Muslim perception about
educational management in general and Calcutta University in par-
ticular, such a measure perhaps was unavoidahle, In fact, W.C
Wordsworth supported the motion on this ground though he did not
like communal representation. Hesaid “would seriously, with all the
seriousness | can command, ask the howse o consider whether the
opposition 10 communalism may not somelimes take a form as dan-
gerous and unpleasant a8 communalism itsel.” The opposition, how-
ever, was nol ina mental state (o listen 1o his advice,

Fazlul Huog maintained,

Is this injustice? [t may be but it i not to the Hindu community.
We might ona population distribution basgs have demanded more
scals for the Muslims, but we have tried o be fair and have given
weightage (0 the Hindus because of their past achievements in
educational spheres. As far as the provisions for Hindu, Muslim
and European intercsis are concerned, therefore, there can, |
think, he no justified criticism of or proposals. Criticisms can
come only [rom those who are determined ot all cosis 1o retain the
controlling influence in the hands of one community onky."

He announced three fundamental principles as the basis of this
Bill and on which the government was not prepared 10 yield. They
were: i) “The presence on the Board of adequate representation of the
various communitics must be guaranieed” i) “The Board must be
largely autonomous and have complete control of all secondaryschool
activities™ and £i ) “Such uliimate control over the Board's activitics as
is necessary must be exercised by Government™.* At the same time he
issured:
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assuming the scceptance of these principles, we are prepared o
listen 1o criticism of the details and other aspects of the Bill and 10
ensure that before the Select Committee starts s deliberations,
an opportunity will be given (0 the universities to make such rec-
ommendations about the Bill as they think fit.*

What appears from the debate that ensued is that the Governmient
control over the secondary education and the communal representa-
tion as was proposed in the Bill, were the two main objections which
prevented the leaders of different opposition groups 1o participate in
the Select Committee and prompted them to fight it as bitterly inside
as oulside the Legislature. It is quile apparent that the other points
they raised in course of their deliberations could easily be taken care
of in the Select Committee itsell. In fact, Fazlol Hug and the other
leaderswere meeting outside the Legislature (o come to an agreement.
An examination of the debates, however, will help us to understand
better the different view points and perceptions of the problem.

v

Harendra Nath Rai Chaudhury on behall of Congress party
moved by way of amendment, that the Bill be circulated for the
purpose of eliciting public opinton. He argued that the secondary
educationsystem in Bengal was mainly a creation of private efforts and
the Bill was designed to establish official control over a non-official
syilem. He stated:

Our complaint is not s0 much that on the Board or on the
Executive Council they are going 10 have so many Muslim mem-
bers or so many Hindu members, as that these are going 10 be
definitely political bodies, and the whole of the non-Government
part of the secondary education in the province is going o be
commitled to the charge of a political body and not to the care of
the educationists of the province, That s our main grievance,*

This was the typical stance taken by most other opposition leaders
as if education was never a political issue nor it should be, However
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miay it be dended by the nationalisis, Muslims in general believed
Caleutta University to be a political body of the Hindus. And there was
some truth in it Nationalisis also had some justification in taking such
a stand,

Since the time of Curzon, British Government became suspicions
of the private management of the secondary schools in Bengal. They
considered the private schoals o be the breeding ground of “terrorise”
politics and tried 1o control the spread of such schools.* Congress in
Bengal, as it was not in power like in other provinces of Hindu
majority, refused 1o take note of the change that was effected by the
installation of a representative Government, however limited might
be its power, Besides, in the core of their mind, as the nationalisis were
predominantly Hindus in Bengal, they felt somewhat threatencd by
the communal award. But long tradition of ostricism did not allow
them 1o see through the reality of the situation. 1t was no wonder that
Chawdhury proudly claimed himself a Congressite and as such non-
communal, yel he could not help giving out his Hindu bias (o &
provocation from the Coalition Bench. He retorted claiming boast-
fully, “It is the caste Hindus who have buill up by their e blood all
these schools and you dare enguire what about the Caste Hindus™!* At
that Fazlur Rahman of Dacea remarked , Al the cost of poor peasanis
of Bengal!" Chaudhury replicd, “Where do the poor peasants of
Bengal come in? The schools are being run by the fees of the students
and by voluntary contribution from private sources and not from any
of the poor peasants of Bengal that do not receive their education in
them™.* Rahman commented, “Your income is derived from poor
peasants™.* It should be noted that poor peasants in Bengal were
overwhelmingly Muslims and Scheduled Castes. And Harendra MNath
Chaudhury was the famous Zamindar of Taki in the district of 24
Fﬂrgﬂna:g‘

Harendra Nath Chaudhury's views deserve special notice not only
Because his was probably the soberest speech made on the occasion,
bt also hecause he acted a5 the main spokesman of the Congress Party
and became the Minister of Education of Bengal after partition when
Bidhan Chandra Roy 100k over as the Chiel Minister, His book “The
New Menace 1o High School Education in Bengal” written in 1935
May be considered 1o be the nationalist’s response 0 the Govern-
ment’s educational policy of the time. In this book he advocated
Private management of secondary education and cautioned aguinst
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Government polity of control on the plea of unplanned growth of
secondary cducation in Bengal. His speech in the Assembly reflected
the same trénd of argument with the addition of implicit communal
undertone. His opposition 1o Government control and his charge
against the proposed Boand of Secondary Education asa political body
on grounds of the predominance of official and nominated members
becomes suspect when compared with his own performance as the
Minister of Education after the partition of Bengal, It was during his
tenure as the Minister of Education that the West Bengal Board of
Secondary Educationwas first constituted. And itwas constituted with
so many officials and nominated members that the stwedents of West
Bengalstarted a movement against the Board demanding a democrati-
cally elected body.®

If Harendra Nath Chaudhury’s specch was implicitly communal,
speeches by other opposition leaders including Atul Chandra Sen,
Pramatha Nath Banerjee, Syamaprasad Mookherjee, Kiran Sankar
Roy, Nalini Ranjan  Sarkir and even Sarst Chandra Bose, were
explicithy communal. The main purport of these speeches was to let it
be known (o the Government that Hindus would resist the Bill at any
cosl. It was clesr from the speeches that official control was taken 1o
be Muslim control over a system of education which was perceived 1o
be a contribution of Hindus, Ofien they argued against bringing in
communahsm in the arena of education without cven minging words
bearing definite communal import and thus betraying their own
communal feclings. They were trapped in their own communal emao-
tion, and their speeches only helped rousing the communal fension
further,

Atul Chandra Sen’s speech is a casé in point. Characierising the
Bill as communal he said,

under the proposed constitution we will have Government's own
men, Pakistan-minded Muslims on the Board.” He announced, “il
and when this obnoxious Bill comes 1o be made into law, we shall
know how o combat it as we did combat an executive fiat 35 years
ago coming from & man much bigger than the Hon'ble Education

Minister. Ifwe could then unsettle a setthed fact’, we know that we
can do it oven today,
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H.5. Suhrawardy reioried, "not io-day™, Sen asscricd “Yes, éven
today. Sir, | say that we can unsettle a seitled fact even today™ A
member went o the extent of alleging that “the real object of the Bill
is o make all the sccondary schools the training ground in Weas and
theories which the communally minded Ministry wants the youth of
the country L hold™.®

Eiran Sankar Roy alleged that the Bill would introduce commi-
maalism into education, and said, “Out of the 1400 schools 1200 were
culablished by Hindus, out of more than 3 Iakb siudenis reading in
those schools less than 80,00 are Muhammadans™. He equivocated
that he did not take pride in thit but if pushed he would, though “asa
Congressman he is nol communal in outlook™ " Nalini Ranjan Sarkir
alz0 did not mince his words and called the Bill “communal™ and “not
democratic” as it is communal.®

Svamaprasad Mookerjee was outspoken and showed no inhibi-
tion in hodding brief for Calouiis University and the Hindo Commis-
nity. He maintained that the present Government introduced several
controversial legislative measures but that “there his not been any
measure so vital as this w the largest interests of the people of this
province™ ™ He alleped that “the Bill has introduced the communal
principhe in & most pernicious manner (ouching elaborarely even the
constitution of bodies which will select publicitions and text-books
and frame the syllabus and corricolum,” He further alleged that
“mutilation of the Bengali Languape, distortion of historical facts and
Nagrant disregard of academic standpoinis are the characieristic fea-
tures of the work of the (Government reconstituied) Text-Book
Commitee" ™ He reminded the Governmaent, “*How can [ forget that
in this province today out of 1500 high schools, barring a few, all owe
their existence 10 Hindo support and infiocnce,.,”* He frunkly de-
clared that he opposed the Bill fundamentally and would not accept
even if it was passed by the Assembly, As he was oppaosed to the Bill
fundamentally he did not join the Select Committee. He offered three
Options, namely, () w make Bill on purcly educational considerations,
i) w allow Hindus 1o go thefr own way with their separate education
system or, i) 1o force this Bill and face the Hindu opposition. He
threatened,

They admit of no compromise and we are ready for fighting this
new menuce, [ts acceptance specially means 10 us the end of the
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Hindus and a cry must go forth (o every Hindu child that is reading
in educational institutions, to every Hindu guardian and 1o all
others interested in the welfare of our people that if any sell-
respect is left in them, that if they are not to reduce themselves 1o
a state of subservience in the eld of culture o5 they have becn
reduced in the economic and political spheres, they must be
prepared wo face this organised campaign of opposition alany cost
whatsoever. Al this point his speech was loudly cheered from the
Congress Bench, particularly when he declared, But et me say
this, that minority though we are, it vet rétains sufficient patriot-
ism, courage and influence o stand boldly for the vindication of its
justrights and itwill consider no ciuse noblerand greater than the
preservation of culture and education for which it would be
prepared 1o face the most dire consequences.... ™

In rhetoric and oratory no other political leader of the time except
Fazlul Huq probably could match Syamaprasad. And one can imagine
the impact of his speech on the Hindu mind, Ir fact; he made such
speeches, even harsher speeches in so many public meetings organised
in different parts of the country. His speech in a meeting of weachers
organised by Calcunia District Committees of All Bengal Teachers
Association was even referred by Coalition Members as an example of
inciting communal temper, during the Assembly debaie on the Select
Commitiee Report in 1941, Before discussing the response of the
Hindu public, let us examine some of the speeches made by Muslim
members of the Legislature.

Abu Hussain Sarkar from Krishak Praja Party, who was known 1o
be a nationalist, gave qualified support to the motion for sending the
Bill toa Select Committee, He countered the argument of nationalist
Hindus regarding Government control saying that the University was
nol & free institution and the Government had full control over i He
maintained that out of 110 members of the University excluding the
Chancellor and the Vice-Chancellor, only 20 were elected while 10
were ex-oificio and remaining 80 were appointed by the Chancellor.
He also alleged that the University compelled students 1o salute the
Union Flagand sing “God save the King”, He asked, “Did they 1each
us anything save and except ‘England's Work in India’ to insist love for
imperialism, false story of Black Hole, Tarasundari and other things,
stories of Rajput Chivalry concocted by the British writers? Is this
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nationalism?" He reminded that C.R. Das rightiy calied the University
Golambkhana. He further alleged that the University did not do any-
thing to improve the lot of the school teachers who received Rs.240 o
Rs.30 o month.® There is some truth in the allegation no doubd,
However, it is apparent that the Secondary Bill became an issue of
confrontation between Calcutta University and Governmeni of Ben-
gal believed 1o be representing Hindu and Muslim causes respectively.

Sved Musta Gawsal Hagque maintained that communalism had
been used as a bogey by the opposition 10 subvert all the good
legislative efforts of the Government, He referred to the Bengal
Tenancy legislation, Bengal Agricultural Debtor Acl, the Money-
lenders Bill and Caleutia Municipal Amendment Act and said that all
these had been opposed on grounds of communalism but gave radical
results. He observed that secondary education had been suffering from
“haphazard” and “incfficient” management because of dual control of
Government and the University. He alleged that the University was
allowed 10 make a good business oot of the examination fees and sale
Of text-hooks but it did not spend a single pice for the improvement of
secundary schoals.®

Syed Badradduza appeared not 1o be swayed by emotions, He
opined that some Government contrel was necessary and maintained
that the constitution of the Board as proposed in the Bill, was not
communal but only provided safeguards for educational interests of
different communities. This was, of course, unfike in Calcutia Univer-
sity where voice was hushed by brute majority, According o him. “the
Board is more representative than the Syndicate of the University of
Caleutta as it does adequate representation of Muslims, Hindus,
Scheduled Castes and Europeans and various other interesis.” He
believed that “The Muslims will only have an effective voice in the
control, regulation and administration of secondary education in
Bengal” and that the Board was called communal “because a Govern-
ment supported by o Muslim Majority contemplates its formation™

He declared that he was as prowd of the great sons of Bengal like
"’*Ehultml'r Mukherjee, Keshab Sen and Rammohan Roy who pliyed
decisive roles in “shaping the educational destinies of the provinee and
tiging the structure on a solid foundation.” He continued,

But.. while our Hindu brethren have thrived and
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prospered.... Muslims have languished and pined away in misery.
Meither the University nor the Government of the day encour-
aged and fostered the growth and revival of the glorious heritage
of Islam that constitutes o distinct landmark in the history of
World civilization and culture....

He alleged that “Muslim boys have been compelled to feed on
ideals and ideas hostite 1o the spiritand genius of [slam and drift into
the morass of complexes that never constitute the part and parcel of
their culivral exisicnce...” He mainiained that control of secondiary
education therefore, was “sbsolutely necessary nol for or by one
community atone, but for all classes and conditions of people that
inhabit this land.” He concluded his speech refusing to accept the
challenge thrown by Syamaprasad Mookerjee in a public meeting, as
that would be most unforiunaie for Bengal.™

However, unlike Badradduza, Ahdul Lail Biswas would acoept
the challenge “for the good of the province”,* Abdul Wahab Khan
posed that they were accused of communalism but itwould b evident
from the speeches made by the opposition leaders who were really
communal. He particularly referred 1o the speeches by Syamaprasad
and Saral Chandra Bose.™ Sarat Bose, it i said, threatened 1o build
one National Secondary Board paraliel o the Government's Board.
Syamaprasad also threatened 1o build a separate system for Hindus.

Abdur Raschid Mahmood observed, “It is very inleresting to
ohserve that my Hindu Brethren, though thinking all the time on
communal lines, express in national terms, although they -- the Mus-
lims - by their vast majority form the nation of Bengal.” Hesupporned
the Bill and wanted “more substantial education™ to prepare “The
masses ol Bengal for the national responsibilities - the responsibili-
ties of & free nation™.™ Jalaluddin Ahmed considered “that pational-
ism i5 only another Kind of communalism in the name of nation...” and
“Is worse that communalism"™,™

Abul Hasim as an example of Hindu bigs and Hindu nationalism,
guoted from Abanindranah Tagore's Rafkahini; an approved text-
book taught in Hare School:

“Sei abosare Sultaner fato amir omra fungl chere, dari fele bibi ar
murgir kfiacha nye ratarati sahar chere Ajmirer dike champat difo
Sakal bela Prithwiral Toda dakhal kare nifen™®
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[In the nick of time, all the “amirs” and “omrahs™ shed their
“lungies"” shave their beards, and carrying their “bibis"” and cages of
hens turned tail during the night and Ned the town for Ajmer, the next
marning; for Prithviraj, occupation o Toda was just i walk over!]

The passage Is written in a very lucid style and il may appear wa
Hindu child funny. It may not, however, appear as funny 10 4 Muslim
child. Raiher, he may seriously feel hort as the passage could barcly
conceal an attitude of contempt for Muslim ethos, (One may nole the
use of Bengali verbs champar dile used for amirs while dakfal Kire
Aifen in case of Prithviraj.) It was no wonder that most of the Muslim
speakers expressed their resentment against the approved text-hooks
and Hindu domination over text-book selection commitiee. This was
perhaps the moot cause which led them 1o demand “an effective voice™
in the educational management of the province,

Fazlur Rahaman, representative of Dacea University, though not
equal to Syamaprasad in oratory, was as scathing in this remarks. He
would not mince his words in atiacking Calcutta University and Hindu
domination over the system of education. He argued,

No nation can be great unless it learns 1o respect its own culiere
and traditions, The University of Calcuna is respansible for
presenting the past history of India to the school boy in a manner
that it carries an impression that anything that is Hindu is good
and anything that is Muslim is bad. The result is that every Muslim
boy who receives the training at an institution ender the control
of the Calcutia University grows with the idea that he belongs 1o
an inferior stock and thus develops an inferiority complex. He
:t::? self-confidence and becomes timid in his attiludes 1owards
LEE,

As aresull, “the Hindu boys cannot take kindly 1o the Muslim boys
and begin 1o develop a feeling of hatred towards them, This expladns
much of the bitterness between the two great communities of the
Province™." He argued further, “an examination of the educational
Fﬂl"-'—'.'l’_"—"‘f the University will convince one thal in formulating its
educational policy, it has proceeded on the basis that the people of
Bengal is homogeneous and Hindu in character. It has completely
ignored the distinet cultural and educational needs of the Muslims.™
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He even alleged that the policy was so successful thal even “distin-
guishéd public men of the Hindu community cannot appreciate the
distinctive character and excellence of Muslim culture and Muslim
sentiments™ as theywere the product of the education provided by the
Liniversity.™

Vi

Let us now pause for a while and see where we stand after tracing
the line of debate in the Assembly so far. It is clear that the House wias
vertically split into two comending communal groups culting across
political affiliations of the members on the isue of the Bengal Secon-
dary Education Bill 1940,

- The Hindu members of the House opposed the Bill on twao basic
grounds. These were, i) Government Control and £) communal
representation. They claimed to have been championing the cause
of secular and national education. According 1o them Govern-
ment control and communal representation were detrimental w
the cause of secular and national education and as such, no
compromise on these two fundamental points was possible.

= O the other hand, Muslim members considered both Govern-
ment control and communal representation necessary for safe-
guarding the educational interesis of the Muslim community and
refused tovield on these two counts.

It is interesting o note that the Hindu members condemned
communalism in education from the postulate that the arena of
education was sacrosanct and secular, and that national education was
ideal. But they did not find it inconsistent 1o boast of Hindu contribu-
ton and even 10 build a separate system for non-Muslims. Muslim
members, on the other hand, defended the communal representation
on two basic assumptions: one, the cultural roots of the two commu-
nities were dilferent; and two, the existing system of education was
biased in favour of one community. Freeing the system from the
clutches of one community they considered 1o be the pre-condition for
building a general system which would take care of the educational
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interests of different communities. The gencral thrusi of their arga-
ments was (o prove the Hindo bias and dominance over dilferent
spheres of education like text-books, curriculum, syllabus and man-
agement, Thelr demand was for a “fair share” inall these spheres of
education, Itis apparent that Hindu members attacked communalism
o defend Hindu interests which they felt was threatened by the Bill
while Muslim members attacked Hindu vested interests in the present
system of education to safeguard their own educational inerests
which they thought was neglecied so long.

To come back 10 our story, the motion by Harendranath Ch-
tudhury for eliciting public opinion was then put 1o vote and was lost
with 71 voues in favourand 131 against. Ananalysis of the voting on this
motion shows that all the Hindu members, excepting the Hindu
Ministers, voted for it while all the Muslim members excepting the
three independent members, voted against it Fazlul Hug motion 10
refer the Bill 1o a Select Committee thereafter was adopted by the
House by 121 votes in favour and 60 against

¥l

©On 2nd Seprember 1941, the Report of the Select Commitiee was
Placed before the House by Fazlul Hug. Harendranath Chaudhury
Proposed eight amendments and moved a motion (o recommil the Bill
o the same Select Commitee 1o make the amendments. [n a fervent
speech he said that since the Bill had summarily been referred o the
Select Committee

Bengal has known no peace. For aboui a year educated public
opinion in Bengal continues (o be exercised more by this measure
tham either by war abroad or even by riots within the province...
The communal fascism in the educational sphere that the Bill
promises to introduce can only find a non-communal paraflel in
any of the wtalitarian countries with which the Government of
India may either be at war or allied ™

In fact, the Hindu members including the Congress and Hindu
natlonalists, found the Select Committee Report more communal and
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s such more reactionary. The debate on the Repart was more tense
and hence revealing. Syamaprasad Mookerjee, the leader of the Hindu
Mahasabha, supporied the recommiltal motion of the Congress leader
Harendra Chaudhury and upheld the cause of secular cducation. He
said, “In Bengal political and official domination is closcly linked up
with communal squabbles which, if unchecked, will sound the death-
knell of iroe education... Wewant our secondary education to develop
purely on secular lines."™ While Syamaprasad advocated sccular
education, Sarat Chandra Bose, the leader of Congress opposition
appealed to all to approach the Bill from a nationalist stand point. He
said, "This Bill morigages the future. i sireiches the grasping hands of
reaction and sectionalism towards posterity,”™

It was Atul Chandra Sen, another Congress leader, who defined
the secular and national education as perceived by the Hindus of
Bengal. He said,

Itis openly hinted that the Hindu mind is at present dominating
education and educational ideas in the land, Yes, this is true and
for historical reasons, When the English culture invaded this Lind
the Hindo mind with its innate catholicity and receptiveness
drank deep of this culture while our Muslim brethren siood
sullenly away... being enriched by the new ideas the Hindus mind
began 10 build up a new culture — not a Hindu culture in the
narrow sense, but an Indian culture, in which all communitics and
individuals, Hindus and Musalmans, Rabindranath und Igbal
alike must contribute if they love themselves, their community
and the land they inhabit and want to carn foritan honoured plce
in the community of nations....

He further said, “We regard cultural dilferences as mere mental
angularities which without losing the mental substance may be rounded
off by closer and closer political and cultural contact -- by creating o
composite culture of all communities inhabiting the land...."™®

This discourse may remind one of the Hindu Mahasabha thesis of
Hindurva as a non-religious cultural concept of Indian origin. Hinda
Mahasabha thesis by implication excluded Muslims as non-Indian
while this nationalist theory of composite culture or cultural synthesis
admit the Muslims into a Hinduised Indian culture. In fact, Muslims,
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in general, never liked this theory of cultural synthesis as they consid-
ered this to be a process of Hinduisation of Muslims in India. Abul
Monsur Ahmed, a prominent political person of the Lime, ohserved in
this regard thus:

the reason why there was no Hindu-Musalman unity was Hindus
wanted Musalmans 1o merge into Hindu society as Arvans, non-
Aryans, Saks and Huns did. Musalmans ought to become Hindu-
ised Musalman, To be Indian Musalman would not do, Mot only
Congress and Hindu Sabha but even Rabindranath Tagore opined
thus.™

Deliberations of Muslim members in the Assembly indicate that
this was the general impression of Muslims about the theory of
cultural synthesis, The responses of Rabindranath Tagore, Profulla
Chandra Roy and other Hindu public men 1o the proposed Bill only
strengthencd their impression further.

Wewould better complete our story in the Assembly before going
out 1o survey the public responses outside. On 4 September 1941 the
opposition amendment for the recommatial of the Bill 1o the same
Select Committee was rejected by the House by 124 10 56 voles.
Opposition thereafter ook up delaying tactics and moved a number of
amendments on different clauses of the Bill, Division was sought on
every motion of amendments. Some of the clauses were passed during
the month of September. Meanwhile a ministerial crisis cropped up
and on December 16, a new Ministry headed by AK. Faziul Hug
including Syamaprasad Mookerjee as Finance Minister took over the
tharge. As a resolt the Bill along the clauses already passed was
allowed 1o lapse.

In the 13th session of the Assembly in April 1942 a new Secondary
Education Bill was introduced by the new Progressive Coalition
Ministry as it was called. Abul Kasim, the Education Minister, pro-
rosed wrefer the Bill to a Select Committee with instruction iosubmit
WS report by31 July 1942, The Bill had the same fate. The Select
Committee virtually could not function as various technical ohjec-
tions were raised by some members, Time for submitting the report
had 1o be extended for as many as five times and on the last oocasion
HIL31 March 1943 But in that very month Fazlul Hugwas forced by the
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Governor to resign. Syamaprasad had resigned from the Ministry in
MNovember 1942, The Bill was thus dropped automatically. On May 10,
1944, Temizuddin Khan, Education Minister of the Muoslim League
Ministry moved the Bengal Secondary Education Bill, 1944, But
before the Bill could get through the Assembly, Bengal was parti-
tioped into two countrics. Hindu members kept their word and
unsetibed the settled fact of communal representaiion in educational
management bul al the cost of parinon of Bengal.

syamaprasad Mookerjee, the most vocal and [oroeful opponent of
communal representation in the field of education, supported the
Partition of Bengal while Farlul Hug who advocated communal
representation and introduced the Bill in the Assembly, made an all-
out effort in favour of a unitcd Bengal, But that is another story,

Vi

Let us now turn towards the picture outside the Assembly. There
is nodoubt that the Secondary Education Bill stirred the Hindu public
opinion in an wnprecedented manncr. This stiffened the Muslim
attitude further. The Bill was pazetted on 1 August 1940, On the very
next day Syamaprasad Mookerjee on behalf of the Bengal Hindu
Mahasabha issued o statement saying, “Hindus of Bengal must ob-
serve in a befitting manner Sunday August 4 which has been declared
a5 “An All Bengal Protest Day™ Inaa letter 1o the Branch secreétarics
of the Sabha he wrote, “The Hindu Mahasabha has no right wo exist if
itcannot boldly fight against the deliberate acts of injustice which have
been committed or about to be commitied by the Ministry,"™ On
August 3, 1990 Amrite Bazar Parika called the Bill “A Ruinous
Education Policy™, and wrote, “Thus, the Hindus on whose sacrifice
the University has been built are given sack. The Board is 10 be
officialised largely, Moslemised partly, with the Hindus as of no
consequence whatever."™ On August 4 a prodest meeling was organi-
sed at Sraddhananda Park, Calcutta. According 1o Amirite Bazar
Parrika a crowd of thirty thousand at the modest computation gath-
ered. Salfron robed sannyasins with red tridents lent an unusual
feature. Syamaprasad hinted at launching mass civil resistance if their
demands were not fullflled.™
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As days passed the protest movement by Hindus got momentum
and grew more and more powerful and voluminous, There surfaced an
instinctive Hindu solidarity; old rivalries were forgotien; party polem-
IGs were dropped; Bose-Leagoe pact was condemned, Hindu Mahas-
ibha grew as u very powerful organisation and its popularity almost
touched the sky. Syamaprassd became the hero. Hindo Mahasabha,
C'i"_ﬂgfﬁ‘i il most other organisations dominated by Hindus pot
united on one platform over this issue,

On August 6, a public meeting of the representatives of the
members of the managing commiliees and teachers of schools in
Calcutia and its suburbs was held in the Albert Hall under the pre-
sidentship of Harendra Coomer Mookerjee. The meeting considered
the Bill “anti-national” and “reactionany™ as it would make education
subservient to political and communal considerations. The meeting
protested against Government cantrol and communal representation,
Itfurther poinied vut that the Bill ignared “the legitimate claims of the
teachers of secondary schools in respect of their representation on the
Board and the Executive Council”. ™ It is surprising that in the Assem-
bly debate hardly any member raised this very important point. It may
Hh'_.‘-l be noted thar members of managing committecs and teachers
unitedly joined the protest movement although the main objective of
the teachers' movements till then was 1o fight the tranny of the
imanaging commitiees of the educational institutions, In fact, this Bill
threatened the interest of managing commiitees of aided and unaided
fecognised sehools, There was hardly anything in the Bill for the
ledcher a5 community, 1o fear or o lose,

On 18 August the Annual Conference of the Calcutia Teachers'
Mmk:‘_'““ adopted a resolution condemning the Bill. Syamaprasad

rjec threatened while opening be Conference that if the Bill
&pﬂm he would advise the Hindus 1o constitule a separale
ndary Education Board for them.”
D:'” Bengal Teachers' Association organised a special session on
cember at the University Institute Hall, It resobved,

The Bengal Secondary Education Bill is a dangerously disruptive
MEasure and will retard the progress of education in Bengal, and
thit i it is academically and nationally an unsound policy 1o
introduce communalism in the sphere of education, the Bill
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should be immediately withdrawn.™

By now different district Associations and more than 400 schooks
adopted such resolutions. AB.T.A. however, recognised the fact that
the “wviolent storm of protest™ against the Bill was raised by the
“educated non-Muslim communitics’ and appealed 1o the Muslim
community in Bengal “to rise to the height of the occasion by pro-
claiming that they shall be no party in consenting to the introduction
of communalism in education.” The Muslim response was that, not
the Bill, but the protest movement was communal.® AB.T.A. like all
other Hindus, failed to take cognisance of the fact that the prevailing
education system was considered by the Muslims as communal in
substance and structure.

On 25 August another meeting was held at Sradhananda Park
comvened jointly by Syamaprasad Mookerjee, Sarat Chandra Bose and
Hem Chandra Maskar o protest against the Bill, Both Mookerjee and
Bose reiterated that if the Bill was passed in spite of their prowest they
would build theirown council (o organise and control theirown sysiem
of edugation.™

Syamaprassd Mookerjee tourcd through different districts of
Bengal and addressed public meetings organised by local Hindus.
They gave him rousing receptions everywhere, By December 1940 the
movement reached its peak when a massive protest conference was
organised by the Hindu leaders of Bengal. A Reception Commitiee of
1200 persons was formed including Syamaprasad Mookerjee, Sarat
Chandra Bose, Nirmal Chandra, Naliniranjan Sarkir, Bidhan Chandra
Roy, Nilratan Sarkir, Kiran Sankar Roy, Tulsi Goswami, H.C. Mookher-
jee, and others. The Reception Commitiee in an appeal sald,

ifGovernment persists in carrying this Bill through the legislature
in its present form the Hindus and the communitics other than
Muslim in this province may feel compelled 1o demand that there
should be a separate authority established for their education....
We should be prepared 1o take steps for constituting our own
Baoard of Education....®

The Conference continued for three days from 21 December to 23
December, at Hazra Park and was presided over by Acharya Prafulla
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Chandra Roy, the most respected public man of the time next only 1o
Rabindranath Tagore. Rabindranath Tapore scnt & message to the
Conference. According 1o Amrita Bazar Patrika, 3 200 delegates rep-
resenting the “edocational institutions and interests in all parts of the
province™ participated in the Confercnoe. Jadunath Sarkar, 5.
Radhakrishnan, Meghnad Saha, Hirendranath Dutta and almost all
other beading educationists, politicians and intelleciuals who were
Hindus were present in the Conference. On the opening day 10,000
peopie attended i1, Nationalist press gave it unusal publicity.

Rabindranath Tagore in his message and Prafulla Chandra Roy in
his presidential speech sounded a warning against the intrusion of
communalism in the “sacred shrine of Learning”. They however,
equally failed o apprecinte the Muslim point of view and sentimenis,
Tagore in his message wroic,

wit are proud of our Bengali language which must be preserved
from hirm and nourished by the devotion of our people: no
sacrifice would be 100 great in the task of strengthening its
foundations in the minds of our new peneration at the cducational
institutions and outside.., the danger which menaces the cufural
existence of my Province has touched me profoundly and | cannot
help sending these few words even from my sick-bed.™

I facy, a bogey was raised by the nationalist press and Hindu
mtelligentsia that the present governmen! was encouraging Muslimisa-
tion of Bengali Language and culture. Amyita Bazar Patrika on 18
October, wrote an editorial with the title “Moslemisation of Bengali

Language”, It suid,

We have on several occasions had to discharge the painful duty of
exposing the vagaries of the Bengal Texi Book Commilttee.... Of
late, there has been unfortunately displayed an increasing ten-
dency on the part of certain Muslim writers to introduce in
Bengali literature outlandish Arabic and Persian words.... The
Bengali language it should be remembered, has been, like so many
ther languages derived from Sanskrit, Necessarily, therefore, itis
profoundly influenced by that mother of all languages not only as
Tegard its vocabulary but its general character and style as well.
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Crur Mahomedan friends, who are for the most part Hindo con-
veris 1o [slam, have no reason 1o take umbrige al this or w0
consider it as 4 slight 1o their religion and culiure™

[t was for this attitude of Hindus that Abul Monsur Ahmed
alleged that Hindus wanted us 1o be Hinduised Muslims.®

Prafulla Chandra Roy in his wrilien speech sald, “...Indeed, | am
fully convinced that, of all the misdeeds and misadventures of the
present Ministry, the Secondary Education Bill is the most mischie-
vous from the nationalist stand point.™® He further said, “with excep-
tion of about S0 government schools and less than 150 schools main-
tained by the Christians missions, secondary education inthe provinee
is prowided in the institutions built up and maintained by the Hindus...
is irany wonder that the Hindus refuse to acoept a measure which seeks
notonly torestrict the soope for their intellecinal progress but tostrike
at the very root of their own calture” by official control on communal
basis.” He even resented such provisions of the Bill as would deprive
Calcutta University of its rights 1o recognise schools, o sdmit candi-
dates 1o the Matriculation examinations and framing the syllabuses
and prescribing the text-books.™ It is evident that Roy would not take
note of the Muslim reseniment against Calcutta University as an
institution with Hindu hias.

The Conference condemned the Bill on many grounds and de-
manded its immediate withdrawal. Itcondemned the Bill as it “makes
the interest of Education subscrvient o political and communal
considerations, and completely ignores the academic and cultural
point of viewwhich is absolutely essential o the bailding up of a sound
system of National Education."™? 11 is evident that the conference
ignored the Muslim point of view, Muslims, in fact contested the claim
that the present system of educition was a political, non-communal
and secular. According 1o them it had definite Hindu cultural bias and
as such it was communal. Besides, they refused o accept nationalism
as developed in India, asa secular ideology, To their mind itwas Hindu
nationalism and as such not scceplable. In fact, here liesthe eruxof the
problem.

It is aiso evident that not all the resolutions adopied in the
conference werc entirely free from communad biss, [twas stated fnone
resolution that, “The Bill is specially designed 1o eripple the educa-
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tional interests of Hindus of Bengal, who supply about 75 per cent of
the pupils and even a larger percentage of the funds of the sccondary
schools in the provinee™* Another resolution reads,

“The Rill places the preparation and publication of text-books in
the hands of Special Committees which are of predominantly commu-
nal characier.... The Bill will scrivusly affect the integrity of the
Bengali language and literature and will destroy the culture of the
provanee, the manifestations of which are already clearly visible in the
exisling text-books approved by the Education Depaniment now under
communal influence.”™ Now Muslims for long have been alleging the
fame against Hindus who were dominating the system of education in
all its sphere,

The Conlerence even gave a call for raising funds and 1o take
measures Lowards constitoting a separate authority for the secondary
education of Hindus and other non-Muslim communities.* This was
no doubl a separatist slogan and no less communal than communal
representation. After the Conlerence Farlul Hug in a statement
'”“E‘-"ﬂ that, “| have not the slightest doubt that the agitation is based
On intensely communal grounds, and in a narmow spirit of non-
appreciation of the claims of all communities except a section of the
caste Hindus.™ He even said that he was prepared to amend or even
Withdraw the Bill if it was opposed on purely educational grounds.
Prafulla Chandra Roy ina rejoinder denied the ailegation that the Bill
wis opposed on communal grounds and maintained that a look
through the resolutions of the Conference would show that the
Upposition was mainly on educational grounds.”

Muslims defended communal representation 1o restore a balance
in the educational svstem which in ils composition and content was
heavily tilied towards the Hindu community. In this, however, the
Hindu leaders saw the opening of the food guie ol communalism in the
educationul systemn, the only remedy for which, according 10 them, lay
N the constitution of a separate Board.

A resolution of these diametrically opposite stands was nol €35y
1o come by. Bengali Muslims in their new quest for an jdentily firuind
In the issue a rallying point just as the Hindu scntiment that was
whipped up during the controversy cul across political partics and
even secular assoctations like All Bengal Teachers' Assoclation. AS
the batile lings [-:E:]n 10 be drawn monre I’]ﬂ'idl]" the weaknoss of the
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ideology of Indian nationality came out more sharply with words like
“Indian" and “Bengali” becoming more suspect and major bones of
contention hetween the communities.
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Degeneration of Democracy and Education:
Reflections on the Indian Scenario

N. Jayaram

Introsduction

Political philosophers and educationists have from lime imme-
morial debated on the relation berween education and democracy.! In
his famous treatise Democracy and Education first published in 1916,
the noted American educationist and philosopher, John Dewey sug-
gested that the character of the educational system has a definite
bearing on the polity of a democratic country.” Since then liberal
political philosophy has come to view education as a sine gua nos of
democracy. Today, every politician mouths this idea as a cliche,

However, there is more to this political doctrine linking education
W democracy than as a mere exercise in rhetoric. Analyzing the
comparative data on the educational level of a nation's population and
its chances for democracy, Lipset observed that “the educational
Enrolment per thousand total population st three different levels -
Primary, post-primary, and higher educational - ... consistently
related 1o the degree of democracy.” He also found that

the evidence on the contribution of education 10 democracy is
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even more direct and strong on the level of indvidual behaviour
within countries than it is in cross-national correlations.... The
higher one’s cducation, the more likely one 8 10 believe in
democratic values and support democratic practices. All relovant
stndies indicate thay education i more significanl than either
income or gccupation.

This is s because,

education presumably broadens man's outlook, enables him 1o
understand the need for norms of lolenince, restrains him from
adhering to extremist doctrines, and increases his capacity 1o
make rational clectoral choices,

Lipset, therefore, concluded that “if we cannot say that a “high'
level of education is asufficiens condition for democracy, the available
evidence suggesis that it comes close (o being a mecessary one.™

Sound as this thesis on education and democracy may apparcntly
seem 10 be, it is not difficult to pick holes in i [t s not my purpose here
tocontrovert Lipser’s thesis by adducing fresh comparative data, Such
an exercise, for reasons which would become clear later, would be
futile in an effort 1o understand either the educational crisis or the
political mess in an individual country, as for instance in India.
Furthermare, to attempt such an understanding it would be necessary
to state the unstated assumptions of the liberal education-democracy
thesis.

This thesis conceives of peopleas atomized units behaving, by and
large, ina raticnal manner. [Lassumes people (o be homogeneous and
living in an open, though stratified, society. It conceives of education
as formal schooling (in the Western “secular" sense) which is equally
open woall. It assumes, a fa Tom Paine, that democracy is the best form
of government and italone is the legitimate form of government under
all conditions. It also assumes that the leaders who are elected by the
people are the enlightened ones who endeavour 1o work for the
common weil not only without any sell-interest but even at the cost of
their own sell. It further presumes that the election of the leaders is o
fair and free mechanism, in which the people make a rational choice,
Education attained by the people is supposed to influence their choice
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of the leaders and 10 induce them 1o engage themselves in a discourse
on their polity.

Though this thesis does not necessarily posit @ sraims guoist
concept of society, it nevertheless emphasizes change as a peaceful
process of transition involving readjustments within or tinkering of
the social sysiem. It excludes change of the system. After all, if people
are dissatisfied with those who are in charge of the government, they
can be changed at the next hustings! While conflict is not ruled out --
in fact, in some forms and under cerain conditions, i s even regarded
as functional -- all violence is dubbed as uncivilized behaviour, Here
again, education is expecied 10 play a positive role in enabling the
people to resolve a conflict situation through peacelul dialogue.

In the light of all this, it is easy (0 understand how the liberal
political philosophy was led by is internal logic 10 declare “the end of
ideology.™ Both education and government are viewed as “value
neutral” and if there is any value-commitment at all, it is to democracy
as an abstract absolute. Education and democracy, in brief, are treated
is given entities. No wonder then, text-books on liberal political
philosophy, and even political scicnce w0, penerally eschew any
discussion on the socio-economic and cultural context of the opera-
tion of democracy, save for some illustrative purpose.

Does this Facile thesis of liberal political philosophy, reiterated
aften by academicians and politicians alike, hold good with reference
ta the social dynamics of a polity like India? Is it substantiated by, let
alone explain, the experienceof India over the last four decades? What
is the education-democracy linkage as witnessed in India? 1 have
attempied 4 lentative examination of these questions in this paper,
which i3 not conceived as an exegesis either of democracy or of
cducation per se. Henee, on both these aspects my analysis would be
Inadequate in coverage and superficial in treatment. Rmher, my
objective here is to delineste the education-democracy linkage as it
evilved in the pre-Independence era and as it is functioning 1oday,

The Colonial Legacy

in India, the institutions of “modern” education and parliamen-
tary democracy are both British colonial legacies.” The carliest at-
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tempt o impart English education in India can be traced to the
missionary activities following the establishment of the East India
Company and the measures adopted by Warren Hastings as early as
1773, The protracted controversy that hid been gencrated by these
initial efforts was finally resolved by William Bentinck, barely a month
after Thomas Babington Macaulay had penned his (in yfamous Minute
(on February 2, 1835). This policy, was reaflfirmed by Charles Wood's
Despatch of 1854, and with minor modifications continued through-
oul the British rule.

Historians of education have now adequately laid bare the fact
that the “spreading (of) English education was not an act of disinter-
csbed magnanimity™.*On the contrary, itwas the outcome ol a complex
combination of motives, not the least of which was the political motive
of consolidating and maintaining the dominance of the British in the
country. Charles Trevelyan, a distingoished civil servant of the British
Raj, clearly perceived the political pay off of English edecation, The
English-educated Indians, he hoped, would cease 1o consider their
rulers as foreigners; on the contrary, he expected them 0 become
“intelligent and zealows cooperaiorns,™

This does not mean that the British embarked on a programme of
mass English education in India. What theywere interested inwas only
the creation of 3 small class of English-cducaied Indians, who may act,
in Macaulsy's words, as “interpreters between us and the millions
whom we povern - a class of persons Indian in blood and colour, but
English in tastes, in opinions, in morals and intellect.™ This class was
expected 1o filter down 10 the masses the knowledpe and values it had
acyuired and internalized. This, it was hoped, would eventually stabi-
lize the Kaj.

The system of cducation that the Britizh introduced in India was
modelled afier the system prevalent in their Mother country. From the
time of its inception it was urban-hased, 1op heavy, and elitist. The
masses gradually gotestranged from the polity because of the empha-
sis on English in the administrative, judicial and commercial instito-
tions established by the British. Since they were vitally affected by
these new institutions and were not able to understand the modalities
of their operation, they were forced 10 depend upon those who were
English-educated and who consequently came 1o be bestowed with
unprecedented prestige and power,
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Although in the shorter run English education did contribute 1o
the political stability of the Raj, in the longer run it proved 1o be the
andoing of the British stranglehold on the country. The educated class,
which had been exposed 10 the values of “liberty, equality and frater-
nity" espoused in Europe and elsewhere in the West alter the French
Revolution, became more and more vocal in 18 criticism of the Raj.
The Sedition Committee which investigated the revolutionary con-
spiracics in India reporied in 1918 that most of the conspirators were
educated young men. As it wurned out almost all the leaders in the
forefront of the nationalist movement belonged 1o the English-edu-
cated elite”

Though the English-cducated clite turned from being “sealous
cooperators™ to becoming “freedom fighters®, they could not rise to
the historic wask of liberating the nation. The nationalist movement,
led predominantly by the English-educated bourgeoisic, was not a
radical revolution premised upon mass involvement and directed
towards changing the fundiamental institutions and cultural values of
society." Nowhere is this more perspicuous than in the gradual
adoption of the Western - mosily British - institutions of administra-
thomn, justice and commerce, and the hammering out of the republican
constitution by the Constituent Assembly afier Independence.” Itis o
this mere change of complexion of the elite from white to brown that
we owe the rather smooth transfer of power from the colonial masters
o the indigenous English-educated bourgenisie, which was accom-
plished without any major breakdown or transformation of the Eng-
lish-implanted institutions, including education and parliamentary
democracy.

In brief, the hack-drop for a discussion on education-democracy
linkage in India is provided by the implantation and development of an
elitist system of education superimposed on existing inequalities, a
gradual socinlization intoa parfinmentary form of government and the
adoption of a republican constitution by the English-educated bour-
geoisi¢ withstrong underpinnings of liberal political philosophy, That
India has been able 1o survive as a democracy — irrespective of the
modalities of its operation - for over four decades, notwithstanding
the innumerable fissiparous tendencies, belying all doubts, " is some-
thing remarkable by fiself. However, the glaringly unequal distribu-
tion of the fruits of planned development reinforcing the already
existing inequalitics, and the persistence of poverty, illiteracy and
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exploitation of large sections of the population reveal that the system
i& no panacea for all our socio-cconomic ills.

Mlitcracy: Failure on Education Front

What would perhaps appear 1o be the most glaring and at the same
time quite signilicant poimt of irreconcilability of India’s experience
with Lipset’s thesis is the survival and functioning of her democracy in
spite of the rampant illiteracy and indigence of the masses. One may
recall here that Prime Minister Rajiv Gandhi in his Jodidi Lecture
delivered at the Harvard University on October 18, 1987 (Govern-
ment of India 1987) expressed the rather naive opinion that India's
experience has proved that illiteracy after all i not a stumbling block
for the functioning of democracy.” This paradox raises certain impor-
tant questions aboul the nature of the democracy which prevails in the
country as well as the nature of the educational development that has
taken place after Independence.

The most unpardonable faflure of our educational system s
evidenced by the pathetic literacy rates, While the percentage of
literates has increased at 2 snail's pace from 16.67 in 1951 10 3623 in
1981, the number of illiterates hias shot up from approximately 300
million to 437 million in the same period, and s expected 10 cross the
500 million mark by AD. 2000. Of the 125 countries listed by the
World Bank, only 26 had literacy rates worse than ours. And, the Bank
estimites that India would have the largest concentration (34.8 per
cent in 15-1% age group) of illiterate population in the world by that
year.

As Paul Harrison says, “illiteracy is a personal tragedy, and a
powerful foree in preserving inequalities and oppressions.” Besides
being a disqualification standing in the way of better-puid employ-
ment, it is 4 source of cultural deprivation. [t weighs heaviest on those
groups — women, scheduled castes and tribes, the poor and those in
rural areas --which are already disadvantaged in other ways. What has
Independence and democracy brought to these hapless sections of our
countrymen, and what meaning has democracy for them?

Itis in this context that universalization of clementary education,
which has unfortunately notbeen the primary concern for the political
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elite all these years, notwithstanding the specific directive in this
regard in the Constitution, assumes greatest significance. In fact, the
dendline set for the realization of the Constitutional directive regard-
ing universalization of elemeniary education has already boen ex-
tended thrice, and the so called “new™ education policy does not even
set a deadline for this as a priority! It is true that most children now
have a primary school within one kilometre of their homes. But the
facilities available in most of these schools and the quality of the
instruction imparied there are, as confessed by the “new™ education
policy statement,” anything but satisfactory:

Forty per cent (of these schools) have no pucca buildings, 39.72
percent have no black boards, and 59,50 per cent have no drinking
walter. Thirty-five per cent schools heve a single teacher to teach
three o four different classes,

What is more disconcerting, out of every 100 children enrolled in
Class 1 only 23 reach Class VIIL

In marked contrast 1o this scenario, excessive emphasis has been
laid on higher education. While the expansion at this level has been
mast rapid, the percentage of the relevant age group in institutions of
higher education constitutes an insignificant 4.8. With the rapid
expansion of higher edocation the associated problems have mulii-
plied and the resulting crisis has been accentuated over the vears, The
legion problems include the frrelevance of the present sysiem of
higher education to the needs of the society, the decling in the quality
of education, the mismatch between education and employment and
the consequent uncmployment or misemployment of the educated
persons, the devaluation of degrees and escalation of qualifications for
jobs, and the alienation of the educated persons. * But more important
from our point of view here is that while the system of education has
insignificantly contributed 10 the levelling of inequalities, it has sig-
nificantly contributed to the stabilization and perpetuation of as-
cribed status or states retention.” Alas, the much talked about “new™
education policy has only turned out 1o be a programme par excellence
of elitist education.™®

[t must be podnted out here that the “formal” equality of oppor-
tunitics which s emphasized following its enshrincment in the
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Constitution is essentially a conservative notion; and “'as a recipe for
social engineering it merely makes for mobility within the saafus
guie.”™™ If formal equality is fallacious in conception, it is unjust in
practice. In fact, the moral assumptions about equality arc ingeniously
reconciled with the funclionalist cconomic, sociological and psycho-
logical arguments for ineguality in the ideology of meritocracy.™
Worse still, the resulting thinking individualizes failure and shifts the
blame for people’s predicaments from soviety 1o individuals.

The Electoral Game and Manipulation of Consent

Thesurvival of demoeracy, even ifit be in a truncated form, amidst
rampant flliteracy and chronic poverty, necessitates an analysis of the
manipulation of the consent of the people and the engineering of its
legitimation by the regime. The most effective instrument {or such a
manipulation in a democracy is the game of elections. Election is
considered as the bedrock of democracy as it gives 1o the people the
freedom to choose their own rulers, and thereby recognizes the
sovereignly of the people, The political party which has mastered the
rules of the game of elections and knows how 1o use them fully 10 its
advantage can play it successlully. The advantageous position which u
ruling party - especially one which was in the forefront of the freedom
struggle, namely, the Indian National Congress -- commands vis-a-vis
other parties can hardly be exaggerated.

Without going inio the details of the electoral dynamics it is
enough to note that a1 the national level a party has been able o rule
for decades without ever getting fifty per cent of the total votes. In
other words, “the democratic swindle,” as Karl Marx appropriately
dubbed it," amounts to the vast masses of the people being used
through the periodical ritual of elections (o legitimize the rule of a
party which is controlled by the ruling class.

The absence of any sincere and dedicated opposition party 10
match the strength, skills and resources of the Congress party and the
government led by it has no doubt enabled it to remain in power at the
national level, but for the brief Janata interregnum, and provide a
stable government. But its position as far as the states are concerned
has seen a sea change. I is significant 1o note that it is precisely in the
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backward states of the Hindi heartland with rates of literacy below Lhe
national average that the Congress has been able (o retain its sirangic-
hold. The elected representatives from these states together consti-
tute a majority in the Lok Sabha.

In those states outside the Hindi heartland where the rates of
literacy are above the national average, partics other than the Con-
gress have had a chance 1o come 10 power.® In fact, the state which has
been politically most volatile in the country, namely, Kerala, has the
highest literacy rate. Inother states where inspite of the rate of literacy
being lower than the national average non-Congress parties have been
able to come 1o power - e.2.. Andhra Pradesh and Assam -- it has been
mainly dug to ability of the indigenous educated clites o successiully
raise the banner of revolt against the affront o the stae's self-esieem
and the unimaginative handling of the state’s affairs by the Congress
at the Centre,

A curious paradox of the Indian political scenario has been that
while the leaders have been by and large educated, the educated people
themselves are observed to be politically apathetic. The Constitution
of India docs not prescribe any educational qualifications for the
membership of cither Parliament or the State Assemblies, Despite
this, the educational levels of the members of the Lok Sabha have not
only remained relatively high but also seem (o be poing up in every
successive Lok Sabha. The majority of the Lok Sabha members have
been graduates and holders of higher scademic qualifications, and the
Eighth Lok Sabha has in [t the distinction of having the highest
percentage of members (71.1) belonging 1o the category of *praduates
and above,"* Tho sitwation in the various State Assemblics may not be
very differant.

On the other hand, studies on voting behaviour seem o reveal
that the illiterate and below matriculate electorate are more enthusi-
astic in casting their votes than their college-educated counterpars. in
4 case study of the Fourth General Elections in Rajasthan, Varma,
Narain e af. found “that literacy is not a precondition for political
mohijlization and panicipation.”* Similar findings have been reparted
by other studies, ™

As Varma, Narain ef al observe,

what appears o motivale the electoraie more o become & voler
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is its sense of political efficacy. People who have faith in the
efficacy of the political system in general and the ballot box in
particular and who as such have a stake in both of them fecl
miotivated o vote,

The average educated citizen, though more exposed 10 the socio-
economic realities and who therefore can even be expected 10 be
politically more conscious and be aware of the political processes,
tends 1o be more alicnated from the political system and the electoral
process. The educated electorate constitule a comparatively large
percentage of non-volers,

Mevertheless, it can hardly be denied that if the educated persons
decide tovote at all it will be to protest against the ruling party and its
perceived omissions and commissions. This was witnessed in a charac-
teristic fashion in the 1977 Gencral Elections when the Congress party
was voled out of power not only in the Centre bul in many stales oo,
Available evidence confirms that the main support of the Congress
comes [rom “the illiverate and the half-literate volers,” whereas the
non-Congress parties receive “support from the better educated strata
of the society,"* Kini's analysis of the voting behaviour in the General
Elections of 1967 in Nagpur revealed that “a vote for Congress varies
inverselywith the educational level and for non-Congress directly with
the educational level of the voter, Congress thrives on the vote of
illiteratcs while the non-Congress vote is more enlightened,

The inference is obwious then that both the apathy of the educated
non-voler and the illiteracy of the enthusiastic voter constitute the
strength of the bourgeoisie ruling party, be it Congress or Jansta or
some olher, Nowonder then the ruling party at the Centre and in most
Statesas well as the parties in the opposition have manifested a studied
apathy 1o the spread of literacy or, more appropristely, a vested
interest in the perpetuation of rampant illiteracy and ignorance.

[t is obwvious that in a democratic political game where the elector-
ate has 10 choose berween parties which are basically bourgeods in
character, a change in the party in power cannol bring about any
significant change for the masses. Should the “revolutionary,” “anti-
bourgedsis” partics then participate in the electoral game and parlia-
mentary politics? Shakir has quite convincingly argued that it is only
through participation in elections that such panies can “educate and
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enlighten the masses.” He regards the “left™ governments as “transi-
tional instruments™ of the working class from which miracles cannot
be expected. But what is important, he emphasizes, is that *the leftcan
show an alternative 10 the people” who would otherwise “obey the
existing sysiem, with a sense of incvitabilitg. ™

Populism, Prolcst and Suppression

But how is the meek consent of the illiterate majority manipulated
by the ruling class for the perpetuation of its own power and interests?
After Independence, and especially since the mid-sixties, we have been
witnessing whal is best called the politics of populism and sloganeer-
ing: “garitt hatero,” 0ld and new “20 point programme,” loan melas,
subsidized sale of rice, free supply of text-books and mangafasutras,
mid-day meal scheme, and $o on, In addition (o squandering the
valuable scarce resources on unimaginative cphemeral schemes, this
weird brand of “leftist-centrist™ politics has resulted in rousing the
people’s unrealistic expectations and adpirations, besides breeding a
sense of dependence in them. Their ambitious dreams are further
whipped up by the culture of consumerism 1o which they are exposed
by the media and the demonstration effect of the way our leaders, the
elite and the nouveau riche lead their lives.

Considering the inecxorable constraints of resources, the nature
and rate of feasible economic growth and the structural limitatons,
these aspirations are chimerical and utopian. Since people do not or,
rather, cannot realize this and as the government is neither interested
in nor capable of educating them in this regard, the latter can counter
the resulting unrest and attempt to maintain itsell in power only
through the politics of expediency. It oficn even tries (o divert the
attention of the people from the real issues. But such an exercise in
political hoodwinking is, of course, not always successful.

The periodic sporadic cutbursts of protest and struggle, often
taking an extremist turn, should be viewed as sympiomatic of the
sublerrancan contradictions of the above situation. The suecessive
governments have facilely treated such protests and struggles as
essentially a problem of law and order, and have stubbornly refused 1o
grapple with the underlying contradiciions. As a consequence we
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notice o growing authoritarianism on the part of the government on
the one hand and political alienation among the people on the other,
This has the danger of destroying the democratic edifice isell in the
long run.™

What is worse and not surprising is that instead of identifying
themseives with the state and the government, sections of the people
have come [o view the latter s their exploiter and 1o orient themselves
towards them in a belligerent manner. Such an attitude comes 1o be
mutually rationalized considering that the police and the law enforce-
menl machinery have been politicized, the frequency of police firing
and the deployment of the army 10 tackle cvilian disorder has in-
greased, and the number of chnoxious laws curbing dissent and demo-
cratic rights increasing.™

The fact that state aggrandizement and alienation of the people
have resulted ina people-government relationshipworse than the one
prevalent in the pre-Independence period is tied upwith a unique form
of political identification which has emerged. It is observed that the
country is identified with the government, the povernment with the
ruling party, and the ruling party with its leader. This trend is charic-
teristically illustrated by a statement such as “Indira is India,” ex-
pressed by a ruling party politician a few years ago. With reference 1o
the Congress (1) at the Centre this is undenitandably explained by
reference 1o the historic role of the Congress in the lreedom move-
ment and the hold of a particular family which was decply involved in
the mivement over the party. Bul one does see such a phenomenon
even in states run by political partics which have only a recent history.

Whatever maybe the roots of this phenomenon, one consequence
of it s certain, That is, any criticism, however genuine it may be, of the
leader of the party or the party itself, comes (o be viewed as an attack
on the government and the country. As a resull we have a situation
where “if you are polwith me, you must be against me," and patriotism,
whatever it may mean, has hecome the monopoly of the ruling party
and fis leader(s).

The dynamics of the foregoing situation has thrown up a new
genre of leadership, which being socialized in the new wave politics is
by and large lally oblivious 1o any higher political values and
commitments and is content to pursue narrow selfish or sectional
interests, 11 is well known thit among our “leaders™ today we have tax
evaders, smugglers, hijackers, goondas and even proclaimed abscon-
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ders! Political intimidation, group skirmishes, and murders are part of
a syndrome which is best described by the sobriguet “the criminaliza-
tion™ or “the lumpenization” of politics.

A direct deliterious consequence of the general drifl and the
politics of expediency is the gradual erosion of existing institutions.
Rule of law has almost disappeared from our jurisprudence, people’s
faith in the judiciary s under strain, the universities have so much
deteriorated that much of what goes on in the name of education there
i only 1o be experienced 10 be believed, intra-party democracy has
become almast extinet, corruption, nepotism and incfTiciency have
cume 10 be institutionalized as something inevitable, The fact that we
are now resigned 10 live with these aberrations is a tragedy wo deep for
waords.

That the common man has reconciled himsell however reluctantly
i his present predicament about which he feels helpless is casy 10
understand. But what is not so easy o undersiand and still more
difficult 1o excuse is the apathy of the intellectuals, and the gradual
disappearance of what Shourie recenily called “the national dis-
course."" There are no doubt a fow joarnalists who have taken up
cudgels against autocracy, corruption, nepotism, exploitation and
violation of human rights. But, by and large, our social scientists have
Cula very sorry figure in this regard. It is of course true that hardly five
Per cent of the population knows English and only a small section of
E¥en this has the time and the inclination 1o read about the present
state of our society and polity, and therefore the overall impact of what
15 written in English is far less than what is expected, Can this be an
apology for apathy by a section of the population which can under-
Stand and owes a duty 1o make others understand too?

Conclusion: Educstion for Liberation

The need for a radical socio-cconomic transformation o a “total
revolution™ has been repeatedly voiced. To speak of such a transfor-
mation or revolution is not 1o embark on i1s course. An important
Fhfﬂl'ﬂqulsilﬁ for it is the recognition that it can come about only

FOugh & process of edueation whose aim is what Freire calls “con-
Seientization.”™ Conscientization refers “1o learning 10 perceive so-
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cial, political, and economic contradictions, and to take action against
the oppressive clements of reality.™ This implies that, using education
as a catalyst of social regeneration, & people can be awakened Lo thedr
suppressed and deprived conditions and armed with the means of
changing these conditions. “A small section of the people getting
higher education and becoming individually mobile does not help
spread conscientization. Rather it would act as a wet blanket on
conscientization, keeping social awareness in swaddling-bands.™

The spread of literacy and oracy through lower levels of education
can play an important role in bringing about social transformation.
But it is preciscly at this level that the present system of schooling has
failed. At the snails pace at which the rate of literacy s growing it
would take many many more decades 1o reach a significant level. How
long it will take for the oppressed scctions in rural arcas to reach the
general level of literacy is anybody's guess. Ledve alone the physical
limits, the present system of cducation premised upon mobility ideol-
ogy and welfare suite philosophy cannot be expected 10 undertake the
historic task of social transformation. In fact, it seems o be an effective
instrument for the reproduction of the social division of labour and the
maintenance of the stams guo.

In & highly insightful paper on the failure of American education,
Coontz concluded, “when people know that what they think will
actually make a difference, what they think about is likely w0 expand
considerably.”™ There is an urgent need to rekindle a national dis-
course on what should the future society be like and how do we go
about realizing it At the same time, parties and organizations which
are genuinely intercsted in bringing about a radical socio-coonomic
transformation should primarily devote themselves 1o the rapid spread
of literacy and cracy among the masses and set in motion a progess of
consclentization insicad of being excessively preoccupied with elec-
teral politics which only legitimizes the existing system and i1s opera-
toes all the more. Afier all, “a journey of a thousand miles must begin
with a single step™! (Laotzu).
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Missing Voices in the Sociology of the School in India:
An Attempt at Restoring Them

Meenakshi Thapan

Sociologists of education in India have tended to look at educa-
tional processes largely in terms of their “internal”™ and “external™
dynamics discussed somewhat loosely as the social background of
teachers, student politics in higher education, problems of university
administration, educational goals in relation 1o social development,
and so on. Al these problems, and others of their kind, indicate a
concern with issues that are perhaps necessary to identify the social
linkages with educational processes in general. While an understand-
ing of these links is indecd imporiant, it is guite obvious that there is
a lack of interest in theoretical principles as informing the problematic
of educational processes in India, These theoretical principles have
been neglected 1o the extent that we have studies of secondary and
higher education, for example, which provide us with adequate de-
scriptions of fact and detail but do not really provide us with an
account, for example, of what really life atschool is all about. Of course
10 doso is not the task ofeverycommentator on educational processes.
Butsurely as sociologists our work must be informed by the theoretical
toncerns which we bring to bear on our findings which do not exist by
themselves in a vacuum. Our interpretation and explanation would
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necessarily be guided by our training as sociologists and social anthro-
pologists, However a concern with theoretical principles alone can
result in an extreme case of a lack of concern with the facis on the
ground, as it were. The point is that we should aim for a middle course
rather than adopt either extreme posture.

The second problem is that an exegesis on cducational proesses
in India is rarely concerned with the human beings who participate in
these processes. There are studies about teachers and their problems
or aboul students but we do not hear their voices, Education, it would
appear, is discussed without its own voice, We might ascribe other
varices, such as those of the prevailing influences from outside or of the
internal dynamics of school organisation, for example, bul we do not
ler its own voice speak. Teachers and pupils remain largely silent
participanis in the educational proocess in writings in India on them. It
is onlywhen their voice is heard, as that of the major participants in the
process, that “meaning” i introduced into any study Of educational
pProcesses,

It is Max Weber who draws our attention 1o the necessity of
“verstehen” or “interpretive understanding™ in the attempt to under-
stand the participants’ point of view: “Action is soclal in so far as, by
virtue of the subject meaning attached (o it by the acting individual (or
individuals), it takes account of the behaviour of others and is thereby
oriented in its course,™ It follows that for an adequate explanation of
society “the object of cognition is the subjective meaning-complex of
action.™

In my construction of a particular school in south India - Rishi
Valley School in Andhra Pradesh run by the Krishnamurti Founda-
tion India — [ have attempted to understand the subjective meanings
which the teachers and the pupils attach 1o or perceive in their actions
in an effor 10 establish their meaningful behaviour patterns.? These
subjective meanings are individual and collective orientations and
may arise, for example, from “subjectively defined interesis” that are
served by their entering into these relationships.* These interests,
based on varying motivations and intentions, may include, on the part
of the teachers, a commitment 1o the school's ideology and its implem-
entation in the school or, alternatively, a desire for professional
advancement, personal gain, status or power, or a combination of
these. The pupils, on their part, may be oriented wwards success,
acquiring knowledge, or simply wwards having “fun™ and enjoying life
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al school, These orientations wouold necessarily affect the nature and
onmient of interactional processes, Pupil and teacher orientations
towards each other and their roles are therefore sipnificant in my
understanding and interpretation of school processes.

In aflowing the “missing” voices, as it were, to speak for them-
selves in studies of schools, for example, we are in fact imbuing
educational studies with meaning that somehow gets lost in our
descriptions and explanations of facis alone, The major problematicar
this level then emerges as “‘What does it mean to be a teacher or a
pupil™ within a larger question on “What is life at school all about?"
ltis important to point out here that the interpretive understanding of
subjective meaning fulfils only one level of adequacy in socological
undersianding, viz., “adequacy on the level of meaning”. Sociological
explanation must also be “causally adequate.™ In this sense, and
foliowing Weber, Lam concerned with adequacy at both individual and
Structural levels, | have tried o identify the structural conditions of
both the internal and exiernal orders of Rishi Valley School which
partly inhibit the execution of its particular educational programme
but also provide the possibilities and oppbrtunities for the effective
tunctioning of its pedagogic process.

The manner in which | have tried 10 combine the Durkheimian
emphasis on objective facticity with the Weberian concern for subjec-
live meaning may be seen as, in fact, reinforcing the two perspectives
in my analysis of the school. This seems possible ifwe take the view that
“society does indeed possess objective facticity. And society is indeed
built up by activity that expresses subjective meaning.... It is precisely
the dual character of society in terms of objective facticity and subjec-
live meaning thit makes its ‘reality sui generis”." My primary concerm
therefore is with the “world of everyday life™ which “presents iself as
4 reality interpreted by men [and women] and subjectively meaningful
1o them as a coherent world.™ Moreover, this world has social mean-
ing and being in so far as it & not “my private world but is from the
outseran intersubjective one, shared with my fellow men, experienced
and interpreted by others. " Central 10 my study then are the processes
ofinteraction in the school berween different groups and categories of
participants, for example, between teachers and the Foundation members
whoare in fact responsible for the school, between pupils and teachers,
amongst teachers or pupils themselves, between senior and junior
pupils, between one kind of teacher and another kind, and so on. [ have
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also examined the interface between ideas and the school, viz. Krish-
namurti’s ideology and school processes, between what [ call the
internal and external orders of the school such as its academic pro-
gramme and institutions of higher learning outside the school.

In this paper, an altempt s made (o focus on one aspect of
interaction in school processes: weacher-pupil interaction in different
settings and contexis and the meaning this brings to school processes
and in a sense contributes (o the creation of a particular ambience in
the school. | would like 1o suggest that teacher-pupil interaction in
Rishi Valley School tends to be generally grounded in informality and
freedom bounded however by the rules and norms of different situ-
ations and contexts. This appears to be in conjunction with the
school's ideology which in fact stresses a particular kind of relation-
ship berween the teacher and the pupil. tis not possible however that
authority and conirol would be absent from what is essentially an
asymmetrical relationship. This aspect is thus also present in the
school although it often tends 1o be invisible, a3 it were, When it is
revealed, as we shall see below, it appears in what a pupil would refer
to as a most “deadly” form.

It would appear that an essential feature of teacher-pupil interac-
tion is that it has a delinable form, thal some of its constitucni
relations stay relatively stable over time. It is therefore possible 1o
predict certain modes of behaviour among teachers and pupils in
particular contexts. The school's academic programme for the sénior
classes adheres to the policies and recommendations of the Indian
Council of Secondary Education, and influences not only the curricu-
lum and related activitics but also the goals of the participants. At the
same time, the school is located in a particular institational setting in
s0 far as it is managed by the Foundation and is governed by a specific
educational ideclogy which lends it a special character that differenti-
ates it from other public schools,

Coming closer to everyday life, the formal settings for interaction
are the classroom, and other similar locations, such as the staffroom
and the auditorium. Less formal settings include the “house™, the
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sporis field, the dining hall, and the “outdoor.” Temporality is an
important element as interaction in each setting takes place within
prescribed time limit: teachers and pupils meet in the classroom for a
predetermined length of time; interaction in the house is usually
limited 10 outside school hours; and they spend an hour together on
the sports field every afiernoon. The wemporal sequence of events,
embodied in the school routine, contributes to the predictable and
orderly manner in which the inleraction occurs. The precise content of
interaction may vary in different settings but it is the relative persis-
lence or invariability of its forms which lends a sense of structure 1o
everyday life in the school. Moreover, as the form and content of
relations in one seiling invariably alfect relations in another, the
structure of leacher-pupil relations may be secn as being relatively
established in terms of predictability.”

Nonetheless, variability in teacher-pupil interaction is also pres-
entand arises, for example, rom the nature of the situation in different
settings. Each situation has a dominant characteristic which appears
o be the result of & number of variables. Thus a siteation may be
alfected by the physical environment, the personality of the teacher,
the multiple roles she may be performing, her ideological commit-
ment, her image of the pupils, the nature of the subject being tanght in
the classroom, i preceding event like a badly done test, a forthcoming
event like an examination, and teacher-pupil relations in other set-
tings. Other facters like parental pressure and social expectations also
contribute significantly 1o individual definitions of the situation.

To the extent that pupils interact with & number of téachers in the
course of the day, the nature of the interaction inevitably varies from
teacher to teacher. Itis also dependent on variations among the pupils
in terms of their age and gender, and their attitudes towards school
processes, its ideology, and the teachers. Teachers also vary in terms of
being elther those committed to the school's ideology or those whoare
mare committed o their roles as professional teachers, senior or
junior teachers, and members of the Management (such as the Princi-
pal or the Headmistress) or those unconnected with it.”* The kind of
Image or repulation a particular teacher may have cstablished in the
pupil community also affects the nature of interaction,"

The intentions of the participants are 1o some extent dependent
On the purpose of the situation itsell: for example, the classroom
situation exists for the pedagogic purpose, The participants’ percep-
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tion of this, and the meaning they give 1o i1, define their intention in a
situation. Each sotting however has its own rules, procedures, and
conventions which shape the form of the interaction. In some situ-
ations, the interaction gives rise o the formulation of certain proce-
dures by the participants. In this aspect of interaction the leachers and
pupils make use of strategical action in order 1o achieve certain goals
which may or may nol be common 1o both,

It would appear that negotiation is the key strategy employed by
teachers and pupils. [t implies the “search for agreement™ in as much
as “certain rules of procedure have to be established and maintained ™"
tr enable interaction 1o proceed in a manner accepiable 1o both sets
of participants. In other words, they “lay the basis for a truce™ s0 as to
achicve their goals and maximise their interests.” Following Woods,
three assumptions underlie the concept of negotiation: that of power
in the sense that although it is assumed that teachers have more power
than pupils, in fact, their use of power is restricted by pupil manoeu-
vers. Secondly, teacher-pupil relations are variable as they are “con-
tinuously creating relationships, changing them, shifting the bases of
them, gaining a point here, conceding one there, devising new forms of
them, new ways of getting around them, plugging holes in one’s
version, detectling weaknesses in others. ™" Finally, both teachers and
pupils penerally have varying intcresis, Inso far as their poals do not
coincide, the use of negotiative strategics is a common feature. My
analysis however indicates that in the senior classroom anlesst teach-
ers and pupils have common goals, though perhaps varying interests,
and negotiation is very much in evidence.

The possibilities for negotiation 1end wo depend on an individual's
awarcness of his abilities; forcxample, most children realise that they
have important “bargaining power” with their parents, teachers, and
peers, If pupils are encouraged to cxpress their opinions freely, as they
are in Rishi Valley, they become aware of this bargaining power.

On the part of the teacher, the use of this strategy s linked 10 her
need for control over the pupils inone form or another, ' To the exient
that appropriate pupil behaviour can be negotiated by the teachers
and the pupils, an stmosphere Of informality and freedom prevails in
the classroom and the house. It is only when negotiation fails that
teachers resort 1o the use of punitive measures 10 establish control.
This may also be the teacher’s preferred method of teaching. The
strategical device ol “domination” which employs verbal aggression as
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a form of punishment is then used a5 a measure of control, This does
nol happen very often as teachers penerally refrain from punitive
measures in accordance with school regulations.

I has been suggested that the teacher strategically establishes her
dominant position in the classroom by imposing her “definition of the
situation”™ on the pupils by talking, weaching and questioning them."” I
iz evident that when their definitions are weak -- for cxample, when
they are vagoe in their use of methodology or unable 1 define the
content of the lesson immediately upon cntering the classroom - the
pupils take advantage of the situation and indulge in disruptive
hehaviour.

Pupils’ sirategics in the chssroom have been succintly perccived
by Delamont: “The pupil’s first strategy s 10 find out what the teacher
witnts and give it to her - assuming that they can sec a pav-off for
themselves, in terms of grades, eventual jobs or peace and guict, When
there is ni discernible benefit 1o be hud by giving the teacher what she
wianis, “disruptive behaviour” is likely 1o become the major sirat-
epy.”® In my study of wo classrooms in Rishi Valley, | found that
senior pupils whoare clear about their goals and the bencfits accrucing
from adhering to the rules generally comply with the teacher’s re-
guests, [n the junior classroom, the pupils are 100 young 1o perceive
any benefits, und disorder prevails. The pupils’ siralegy in the senior
classroom is that of conformity 1o teacher expectations 1 ¢nable them
o meet the proximate goal of passing an examination in an overall
positive oricntation towards learning. In other settings as well the ose
of pupil strategies is apparent as the means 1o get what Lhey can out of
a situation.

The teacher’s attempis to (ntroduce humour into the classroom
situation is an attempt at “fratermisation™ with the pupils.” This
strategy works well with those teachers who already have [airly con-
genial relations with them outside the classroom. If a teacher is alool
and distant from the pupils in gencral, humour in the classroom does
nol cul any it with them. Fraternisation is more common oulside the
E_F-rﬁﬁmlan't. on the sports field and on excursions where the expecta-
tions for pupil behaviour are somewhat relaxed and where the pupils
themselves view their relations with teachers in a more informal
manner. 1t is obvious that the use of different strategies such as
Aegotiation, domination, fraternisation, and the use of different masks,
as it were, allows for greater flexibility in teacher-pupil interaction as
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it continuously changes and develops in different settings.

I'will discuss teacher-pupil interaction in only one setting, viz. the
senior classroom although the influence of other settings will be
apparent even here.

i

1 observed 25 lessons in the ‘B’ section of Standard 10.% Pupils in
standard 10 are divided into sections “A' and *B°, not according o
ability but to facilitale learning, with 27 and 21 pupils respectively
whose average age is 15 years. The setting, i.c. the classroom, where the
interaction occurs is important in so far as “those who would use a
particular setting as part of their performance cannot begin their act
until they have brought themselves 1o the appropriate place and must
terminate their performance when they leave i.™ The Standard 10°B°
classroom faces a small quadrangle around which all the classrooms in
the senjor school are located. There are two larpe windows in the
classroom overlooking the shrobbery outside. Inside, 12 boysand nine
girlssit behind desks, all facing the teacher at the head of the classroom
with the blackbodrd behind her. Girls and boys sit separately divided
by a narrow aisle running through the length of the room. The seating
arrangement is the pupils’ choice wha, rather sellf-consciously, refrain
from mixing across the sexes in the classroom. At the back of the room,
pupils keep their books and other equipment on shelves and at the
entrance, there is a notice board on which they pin up the weekly time-
table, notices regarding tests, poems and paintings, and general infor-
mation,

Lessons begin in the senior school a1 7.20 a.m. and go on until 1
p-m, with short breaks for assembly, breakfast and juice. After lunch,
the pupils may have an activity, laboratory work, or a lesson. They
remain in the classroom during the morning spell and the teacher
moves from class 1o class taking lessons, A bell announces the begin-
ning and end of each lesson which lasts for 40 minutes. In 10 B,
teachers and pupils wasted little time on preliminaries or side-talk as
the impending examinations seemed 10 weigh heavily on everybody's
mind.

While the pressures of school work emphasise a work-oriented
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weacher-pupil relationship, imeraction is also influenced by their
relations oulside the classroom. The boarding school ethos bestows a
Erester importance on the ouiside interaction, in less siructured
settings, than on interaction in the classroom. Moreover, the teachers
APpear 1o, by and large, understand and accept the ideology’s insis-
Lence ona relationship free of fear in the learning situation. It appears
10 be & part of the school ethos for them 10 at least establish informal
and friendly relations with the pupils.

The effor 1o achieve this informality finds expression from the
MOmEnt of entry.® When the teacher walks into the classroom, the
FFPHE 4o not rise 1o greet her and this is not considered o sign of
disrespect, Tye pupils are ako preoccupied with the earlier lesson
(discussing the subject or rearranging their books) or wlking to one
Shother in the brisf transition berween two lessons. Nonetheless, an
important aspect of interaction in the classroom is the teacher’s
CONCErn with maintaining order so as 10 Gicilitate teaching, However,
Order is not brought about nor control enforced through “constant
teacher directives and sutocratic sanctions apainst deviance”. Instead,
the pupil is “socialized” into a set of rules for “appropriate” and

“Ompetent” classroom behaviour which he is expecied 1o know and
behave accordingly * These rules may change continuously during the
Pourie of a lesson depending on whether the teacher is merely asking
the: pupils 10 settle-down or is engaged in the “lesson-proper”, Le.,
“instruction”. As the rules are “context-dependent”, they vary and the
Pupils have o adjust 1o the changing situations, There are rules for
lale entry into the classroom, for quictening down so that the lesson
SN commence, for participation in the lesson, and so on. Rather than
A strict imposition of rules, the teachers attempt 10 induce order by
drawing the pupils attention 10 the esiablished rules,

The teachers also use different strategies in coping with pupil
hehaviour when they enter the classroom, To quell the initial disorder
(pupils hanging their desks, scraping their chairs, talking to one
Another, moving around the room ), some teachers merely reprimand
the pupils but this s usually sol very effective. For example, on
entering the room, one teacher vaguely asked the pupils what they had
discussed at their last lesson. In the absence of a concrete wWopic for
discussion, the pupils continued 1o make noise which was clearly
irritating the teacher who asked them to seiile down. She then used the
strategy of specific questioning on the lesson-topic which solved the
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problem. Similarly, at another lesson, the pupils began 1o grumble
when the teacher announced she was going to teach grammir, They
protesied for several minutes: “Everday grammar”, “Its boring, akia™*
“Please, no grammar”™ cic. She listenced to them in silence and then
Quietly asked 1o open their text-books on a particular page. The pupils
complied amidst groans of protest, In the case of a very mild, elderly,
newly recruited weacher, the pupils were initially noisy but he began 1o
teach amidst the din until he held their 1ol attention. Most teachers
thus gain the pupils attention by asking them to open their text-books,
or by writing a problem on the blackboard, or by beginning 10 teach
almost as soon as they set [oot in the classroom.

It is apparent that the teachers recognise the fact that they need to
employ a strategy or a lechnique in order 10 deal with a situation that
may nodt be conducive 10 achieving their goals if left unattended. The
use of a strategy of this kind is not collectively formulated, nor is it a
formal teaching technique, but is “implicit in the hidden currica-
lum.™* The pupils are also tact participants in the emplovment of a
strategy. Their compliance is related o the goals of both sets of
participanis: the teacher, 1o 1each the lesson and complete the course,
and the pupil, 1o learn under pressure of the impending examinations
which he must pass in his own interest. The costs of not conforming 1o
theexpocted behaviour pattern (poor performance or failure) are thus
too high to incur,

Once the lesson-proper beging, the 1eacher encounters another
problem of maintaining order. As the pupils are enthusiastic about
school work, they actively participate in the lesson: they interrupt the
teacher 10 ask or answer questions, somelimes prompuing her in her
exposition of the lesson-1opic or helping her solve & problem on the
Blackboard, correcting or questioning her conclusions, and soon. The
task of controlling excessive pupil participation is thereforea continu-
ous prablem for most teachers, It is important 10 note that they do not
seek 1o curb pupll participation completely — in fact they elicit it
themselves — but only attempt 10 control its extent or the disorder it
may give rise 10.* Teachers deal with pupil participation in various
ways. In Lesson One (a briefsummary of which is given below), we have
an example of the teacher who allows free pupil participation and his
appeals for order are not met, He thus has o cope with the confusion
and disorder that results.
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Lesson One

The teacher walked into the classroom and quickly read out a
problem from the iexi-book. He then drew a diagram on the black-
board, The pupils began 1o help himin this by making suggestions,
all talking together, He asked them to speak one at a time. A pupil
walked up 1o the blackboard and started changing the diagram,
explaining why he was doing so, They discussed the problem and
at first, the teacher disagreed with the pupil’s suggestions, “So
what? Why are you giving all those instructions?” At the same
time, he was (rying 10 quicten the rest of the class. He called
another pupil 1o the front who offered another solution. The
teacher inally agreed with both pupils’ solutions. Pupils: “Ir's
easier [theirway]”, Teacher: “OLK. Foryou, it might be easier. But
both methods can be used.”

Other pupils continued (o talk and interrupt the teacher. After
explaining the method, he asked them towork on the problem. He
then began to move around the pupils” desks, looking at their
work, helping and guiding them individually, Afier about 10
minutes with the girls, he moved 1o the boys and asked them for
the answer, adding, “Please don't make noise”, Meanwhile, a girl
made a correction in the teacher’s method on the blackboard, He
gamely accepted il

A boy was moving around the classroom looking into others’ note-
books and discussing the problem with them. The teacher repri-
manded him but he did not respond. The teacher then asked the
pupils o solve the problem at prep. as he wanted (o get on 1o the
next problem and finally told the wandering boy 10 “Sit down!™
and as the pupils were talking iogether, “What's going on here?™,
The noise subsided.

The teacherwrote the next problem on the blackboard. The pupils
were again prompting him. Suddenly, he turned around and
addressed a pupil siouching in the front row: “Sit right. Then you
will undersiand all this”, The pupils asked questions and sug-
gested alternative methods. The teacher accepted some of these,
making the necessary changes on the blackboard, explaining why
he was doing so.

The teacher was on 1o a third problem. The pupils began working
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on it while the teacher erased the writing on the blackboard,
looked at his watch and said, “Oh, we have 10 discuss 50 many
problems.” Some pupils called him. He asked them to wait and
continucd talking to another pupil. Soon, all pupils were discuss-
ing the problem amongst themselves. Teacher: [ won't help you
at all. Why are you all talking like that?” They stopped talking but
continued after a while.

Al the close of the lesson, the teacher gave the class two problems
for prep. Just as he was leaving the room, a pupil yelled out the
answer 1o the problem they had been working on. [t was wrong,
Teacher: *How will you learn? Think, First of all, think."”

Another weacher uses the method of “direct selection™ to control
“ower participation”, naming the pupils from whom he secks a re-
sponse, of only using pestures {pointing, nodding, looking), for selec-
tion.* The difference between the two leachers” methods 1o control
pupil participation results in two somewhat different situations in the
Classroom.

Lezson Two

The teacher was revising an carlier lesson, asking particular pupils
by name to respond 1o his questions. Other pupils began toanswer
and the wacher, very politely, said: “One a1 a time. Excuse me, |
asked him and you answered, I'm asking him™. He then pointed 1o
a girl in the first row and questioned her. A boy ralsed his hand,
“Sir?”. Teacher: “Let her answer.” He continued in this manner
until he was satisfied that the particular topic had been under-
stood,

Having finished the revision, he began a new lopic using the
blackboard and drawing the pupils’ attention 1o it, he kept repeat-
ing, “Please ook here”, When he finfshed writing, he asked the
pupils 1o think aboul the problem and then asked them questions.
They raised their hands and he selected particular pupils. As the
boys seemed o bedoing most of the talking, he turned 1o the girls,
“From this side, please™. As they wok some time, he urged them,
“Craick, quick”™. He emphasised throughout that he wanted them
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o “visualise™ the problem and not merely supply random an-
swers.

The teacher 100k a long time over the topic asking individual
pupils if it was clear to them. Every time a pupil answered in the
negative, hewould explaina particular pointall over again. Mean-
while, ather pupils were copying into their notebooks from the
blackboard, Turning to the girls® side, the weacher asked, “ Any
doubts, this side?”, and continued 10 explain different aspects of
the same topic. Finally, he stopped and asked the pupils, “Is it
chear t you? Shall we move on? 0K 7. While most of the puplls
I_‘c]:flieﬂ in the affirmative, the teacher suddenly walked up to s boy
in the front row and asked him a question. Surprised, he began 1o
stammer oul a jumbled response and other pupils supplied the
right answer,

The teacher then started on a new topic, writing it out on the
blackboard. As the pupils questioned himor attempted to provide
#nswers 0 anticipated questions, he controlled them by asking
them not to answer, repeating, “Just a minute, please”. When
other pupils interrupred, be quictencd them saying, “Sorry, |
didn't ask you™,

Whilc the two methods of control over pupil talk, participation,
ind behaviour are obviously different, they are not attempts tw pob-
licly denigrate or mock the pupils, Informality in the classroom fs
Characterised by a relative lack of authoritarian control: the pupils do
not formally greet the teacher on her entrance, they are allowed 1o
laugh both with and at her, they address some teachers by their first
names, they can guestion the teacher's choice of lesson-topic, and so
on. The other indication of the extent of pupil freedom with the
leachers is the manner in which they draw atlention 1o themselves by
El“!éi‘ ralsing their hands or calling the teacher: some merely raise
their fingers o, in their excitement, snap their fingers at her.

The teachers, wo, fraternise with the pupils, bringing elements of
humor or fun into the learning situation, but they are careful tosce that
they do not lose control, One Erctor that makes their task easier is
Pupil enthusiasm for school work, For example, when a teacher asks
them if she should wind up the lesson before time, they almost always
ask for more work in the classroom, And once a problem is set, they
work on it 1o the exclusion of everything else, perhaps a little noisily.
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Informality in the form of light-hearted banier can however some-
times lead to impertinence and disorder primarily due 10 the inexpe-
rience of a particular teacher,

While the school's ieology and ethos advocaie and facilitate a
certain informality and freedom in teacher-pupil interaction, the
constraints of the carriculum, embodying the formal school system,
give rise 10 an element of formality that is also present in cértain
classroom situations. It then becomes apparent that the tension
arising from pupil performance in tesis, and the teacher's comments
on it, are a significant aspect of teacher-pupil interaction. The pupils
are abwviously aflected by their grades and are anxious 1o improve their
performance. There is a difference in the way different teachers may
dicuss this in the classroom but the pupils’ anxicty is always the same.

Some tcachers who generally have cordial relations with the
pupils in the classroom are stern and sarcastic in their judgement of
pupil performance at lesis:

Leszon Three

The teacher began by asking the pupils how they had done in the
test. One boy said, “O.K." which he clarified on the teacher's
inquiry 10 stand for “Not good”. The other pupils laughed bul
were quict when the teacher repeiated his question. Expressing
puzzlement at this, he talked at some length about the necessity of
studying in order to pass the eaminations. He said that most
pupils had not studied for the test which is why they had done badly
in iL. There was pindrop silence in the elassroom and each pupil’s
attention was riveted on the teacher, He spoke of the “ambitions™
pupils had of becoming “engineers" and told them that if they had
any such ideas, they would have 1o work hard. Studying the text-
book just 3 day before the test was no good. Moreover, if they
wanted 1w opt for the Science stream in the next two years, they
would hive 1o work very hard. If they did not do so, he sarcastis-
callysaid that he would be “very happy”. He also indicated that the
Management and senior teachers were planning to hold “selec-
tion examinations™ 10 weed out possible failures. He then went
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owver the question paper in detail explaining where the pupils had
RO wrin g,

Mext, the weacher divided the class into different groups foraseries
of experiments and started explaining them but was very curt with
pupils for the remainder of the lesson. With his back 1o the pupils,
continuing teaching wsing the blackboard, he asked questions,
and when the replies were incorredt, he sarcastically commented,
“Wery pood, very nice”. Writing the correct answers on the black-
board, he asked them, “Is this what you have learnt up to now?™,
He 1old them there was obviously no point in their remembering
what they had been taught in Stds. 8 and 9. He then explained the
experiment on the blackboard, meticulously drawing diagrams
and writing in detail,

This 1eacher was particularly popular on the sporis fGeld and
otherwise, Thesignificance of school work, and the external world, lics
precisely in the fact that it was able to transform an otherwise cordial
relationship into one of domination based on the strategy of sarcasm
on the part of the ieacher and compliance out of fear of impending
examinations, on the part of the pupil. Other teachers are less harsh
ind more restrained in their criticism.

Lesson Four

In contrast 1o the earlier lesson, this teacher ¢ntered the class-
room, distributed the answer-books and went oul for a shor
while. On his return, he asked the pupils if they had gone through
their papers and then discussed the question paper with them. He
emphasised that it did not matter if their answers were wrong but
that they should look at the question paper carefully. For each
Question that the teacher discussed, hestated the number of marks
given and told the pupils how much they had obtained on an
average ineach answer,

He continved 1o talk about the pupils’ expected performance at
the forthcoming examinations and quietly repeated, “I'm very un-
happy, very, very unhappy..” (aboul their performance in the
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test). When he finished, the pupils called him to their desks for
individual discussion. At the back of the room, some boys dis-
cussed their grades, comparing their performance with one an-
other.

Such variations between teachers resull in contributing owards
either increasing or reducing the tension already evident in the pupils.
Pupil anxicty about their performance in class tests is obviously related
o anxiety about performance in the Board examinations. Their anxi-
ety thus does not arise as a reaction to the teacher herself and is only
exhibited when the pupils encounter a situation related to the exemi-
nation. It is obvious then that the informal relationship between
teachers and pupilsin the classroom is always boonded by the dormant
fear of examinations.

A third and final facior influencing 1eacher-pupil interaction,
apart from the school’s ideology or its ethos and the formal system, is
the personality of the 1eacher and the use that is made of this by
teachers 1o ensure pupil compliance 1o appropriate behaviour pat-
terns, A lesson conducted by a senior teacher, who §s considered an
authoritarian figure outside the classroom as well, was thus loaded
with sarcasticcommentsdirected at the pupils, and she kept them alen
by asking questions incessantly,

Leszon Five

The teacher began by observing that some pupils were not present
and asked the others where they were, The pupils did not respond.
Teacher: “Are they sleeping™ (This was an afternoon lesson),
Pupils: “Yes", Teacher: 1 hope they continue to sleep until
eternity”. The absentees walked in Teacher: “Have you woken
up™™ You come late because akka, [the other Biology 1eacher]
allows you 10, Il once you are sent back, you will come on time.,”
She staned weaching, stopping suddenly 1o tell a girl in the back
row, “Sit up, my girl.” Meanwhile, some pupils continued 1o walk
in late, cach one saying, " Excuse me, akka,” Teacher: “What shall
| excuse you from? From the class? Stand guard outside.” Pupil:
“My leg has a pull, really”, Teacher, “Come in”, and to the other



Missing Voices in the Sociotogy of the School 237

pupil, “What about you? Have you got the push?™.

The teacher then asked the pupils, particularly “those who have
been sleeping™, questions on the previous lesson, When they gave
wrong answers, she said “Ohl™ very caustically, She addressed a
quéstion toa girlwho merelysmiled ant first. Teacher: *[don"twant
sweet smiles. [ want answers™, The pupil said she did not know the
answer as she had not read the book. The teacher reprimanded her
for not having attended the previous lesson nor bothering to read
the book.

The teacher goaded the pupils, questioning them, adding “Come
on, come on”, The pupils were very attentive throughout but
hesitint in responding o her. Whenever a pupil provided a
correct answer, she said "Good” which however was a rare com-
ment. When all the pupils were unable o priwide an answer, she
refused to provide itand asked them 1o “find out™. On the whole,
she was dilficult with pupils throughout the lesson. She made fun
of pupils who answered questions wrongly and other pupils giggled
softly. When they responded hesitantly, she commented, “1 must
say your memary is very slow and you are supposed 10 be revising
[the lesson |, She was particularly impatient with popils who were
slow on the uptake, muttering, “My God!" when they gave an
incorrect answer, In complete exasperation, at the end of the
lesson, she old the class, “Oh, My God! You are such ignora-
muses. Am | saying something new? 1 don't know.”

Cuestioning & pupil incessantly is a strategy (o pre-empi control
aver the lesson and, using the method of direct selection, over the
pupil a5 well, This teacher is therefore in full control of the lesson
employing the strategy of domination which serves 10 ensure pupil
compliance. However, as a result of the fear evoked by her domineer-
ing personality, she was unable to elicit sufficient pupil participation
in the lesson. Her very presence, associated with her style of teaching,
baced as it was with sarcasm and censure, inhibited their performance.
Although she did not use explicit punitive measures, her verbal
aggression indicates an “unofficial” or “informal” punishment of a
kind directed at “showing up” the pupils in the classroom.® Such a
method appears to be contrary to the school's ideology which empha-
Sises a relationship free of any form of authority or domination and
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fear, 1t is obvious that some teachers in the school continue Lo use &
teaching style best suited (o her temperament or one that she has
merely adopled over a long career.

This teaching technigque is adopted by other junior weachers who
seek 10 establish their position in the classroom which might be
otherwise undermined by their informal relations with the pupils,
Such a teacher, emploving a strategic form of action, intentionally
presents a “front™, with “borrowed plumes”, as it were, 10 the pupils
s0 that they can perceive and define their relationship to the teacher
accordingly.™ This was the case with a newly recruited teacher who
worked closely with a senior teacher and intentionally simulated her
teaching style. The junior teacher felt thit it is necessary [0r a4 new
teacher o establish her position in the classroom lest the pupils ke
advantage by making nokse and disrupting the lesson. [twas therelore
important for her o present the front of a "competent™ teacher o
pupils in order 10 establish control,

This weacher used a harsh, sarcastic wone in the classroom al-
though she was unable to maintain a stern manner with the pupils
puiside, Her intentionally developed front would slip at times in the
classroom, allowing pupils to have a glimpse of the more informal and
relaxed aspect of her personality. Shewas however quick 1o move back
into her chosen style fearing that the pupils might ke advantage of
the situation. The pupils on the whole did not show any fear or
restraint in her lessons, perhaps because they recognised her front for
what it was and related to her differently outside the classroom. Thus
her attempt 10 emulate the senior teacher was not always successlul,

Lacey has sugpested that the young teacher copes with problems,
such as controlling pupil behaviour, by developing a “teacher per-
sona”, which includes establishing “robe distance™ with the pupils, a
“formal amosphere™ and “a presence™ which the pupils associate
with a set of appropriate behaviour patterns.” The use of the teacher
persona, however, would be elfective only if the teacher maintains a
similar distance from the pupils outside the classroom. My discussion
of the case of the junior teacher above indicates that her attempt 1o
present the front of the “competent™ teacher, with its accompanying
characteristics of aloolness and distance, did not quite convinee the
pupils who had a differemt relationship with her in other settings.
Similarly the teacher in Lesson Five was sacocssful as she has a
reputation for being a disciplinarian and the pupils generally avoid
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talking 1o her inhibited further by her teaching style, [t is clear that an
asymmetrical relationship between teachers nnd pupils arises from the
pressure of examinations (as we have scen in Lesson Three above)
and from particular ieaching styles (Lesson Five),

v

In the junior most class in the school, the Prep. Section, the
informality that is a part of weacher-puapil interaction in 51d. 10 B’ is
transformed into disorder or commotion as a result of several factors
that emerge from the situation. [ have identified these as the innova-
tive curriculum itself, the lack of physical organisation in the class-
o, the obvious lck of any reai commitment o the new curriculum
on the part of two ot of the total of three teachers, and the fack of
clearly articolated pupil poals at this stage.™ The nature of diorder in
the two classrooms is significantly different. In the senior classroom,
It primarily takes the form of excessive pupil participation.in the
teaching activity itself, arising from the pupils attitode wowards the
lesson which is related 1o their learning goals, In the junior classroom,
disorder is characterised by noise arising out of excessive pupil talk
that may or may not be related (o the lesson, Teacher-pupil interaction
in the senjor classroom s continually evident in the course of the
lessom while inter-pupil interaction seems 10 occur 10 a greater extent
in the junior classroom, This contrast is largely due 1o the difference
In the pupils’ ages and hence in their learning poals.

In the classroom, it is clear that teachers and pupils engage in the
construction ofa special workd with the lesson as 118 axis. Their images
of one another emerge through and shape the interaction. Similar
Images emerge likewise in the house and outdoors in terms of the
Shared experience of collective living. The house and other settings are
therefore as important as the classtoom in our construction of the
school. Although the activities may be different, the same processes of
defining the self and the other in terms of the patterns of inleraction
iare in operation. Pupil and teacher views on their interaction tend 1o
be ambivalent, Among the pupils, thelr views in the senior school vary
0 account of differences in their pereeprion of their relations with
different teachiers. There are three broad arcas within which pupils arc
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conscinusly aware of their relations with teachers: they view teacher
behaviour in relation 1o themselves, the classroom and school work,
and 1o the school's ideology. Their images of teachers in these specific
areas however emerge from their overall view of teacher-pupil inter-
action. By and large, they experience a “[riendly and ciose relation-
ship™ with most ieachers but are wary ol or distanced from others. Of
course their relations with teachers would depend on individual
teachers, their pender, and the imeraction with them in one setting
would inevitably affect interaction inanother setting, IFpupil views are
ambivalent suggesting both cordiality and hostility in teacher-pupil
interaction, teacher views express a similar attitude. This attitode
arises largely from the conflicting nature of their expectations and
their actual experience of interaction with pupils. Teacher perspec-
tives are also influenced by the extent o which subjective criteria are
present in their evaluation of pupil conduct or performance depend-
ingon thesituation orsetting. Cf course it is also possible that teachers
might jusi hive been mdore cautisus than pupils in expressing their
views on interaction. Nonetheless, their ambivalent attitude empha-
sises the complexity in teacher-pupil relations. Thus although the
teachers are aware of their responsibility and affection towards the
pupils, and the informality between them, they are also exasperated by
pupil behaviour particularly in the classroom and the house. Ambiva-
lence is also present in individual relations between particular teach-
ersand popils so that a teacher is unceriain about her relationship with
some pupils, Finally, ambivalence is present in teacher evaluation of
pupil performance and conduct as a result of the lack of consensus
arising from the sitwation itself.=

My analysis of weacher-pupil interaction a1 Rishi Valley School,
presented in a somewhat abridged form, has indicated that the domi-
nant characteristic of such interaction is informality always bounded,
however, by the rules of different settings. [ have suggested that this
informality is present in the school ethos that encourages informal and
fearless relations between teachers and pupils and is also strategically
pursued by both seis of participants.

| have also ascknowledged the asymmetrical natare of 1eacher-
pupil interaction both in the pedagogic situation and in the more
informal seitings of the house and the ouldoor. This asymmetry



Missing Voices in the Sociology of the School 241

derives from certain aspects of the teacher’s role which contain au-
thoritarian elements that are exercised in every situstion depending
upon the rules, procedures and conventions of the setting, This does
nosl however suggest undue conflict in inleraction. The pupils’ ten-
sions, fears, anxieties exist in relation to the pressure of ests and
examinations and the personalites of particular weachers. No'situ-
ation ever developed into one of open, unconirollable conflict 10 the
extent that pupils themschves sought to rectify their “quarrels” with
teachers, | have also discussed the interaction in terms of the various
strategics devised and used by teachers and pupils 10 relate without
conflict and achieve their goals, If the discussion of strategics appears
0 be heavily loaded with teacher initiatives, that only serves 1o bring
oul the major characteristic of the situation which is essentially
asymmeirical in nature, While teachers negotiate, fraternise, and
dominate in their retations with pupils, the dominant pupil strategy is
that of conformity as & result of their goal perception in the senior
school and their relatively younger age in the junior school.

The lack of an essentially authoritarian teacher role vis-a-vis the
pupils places this school apart from other public schools in the Indian
selting. De Souza’s study of Indian public schools points 1o the
authoritarian structure evident in these schools; “the headmasier, the
housemasiers and the prefects occupy sirategic positions [in the
authority structure| for the surveillance of group behaviour and for the
control and coordination of the muoltifarious activitics of the organisa-
tion,"® That such a structured siluation, established for the precise
purpose of controlling and directing pupil behaviour, does not exist in
the school highlights the lack of a formal authority structure in
leacher- pupil interaction. This enables freer and more informal inter-
aclion between teachers and pupils than might otherwise have been
the case,

My anialysis of teacher-pupil interaction in Rishi Valley School
has also attempted 1o provide a contribution 1o the sociology of the
school in India in terms of restoring the voices of weachers and pupils
to educational studies. I is in fact their vodees, as we have seen, which
Eive meaning toand consiruct the social reality of the school which no
doubt exists out there as a social fact,
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p. 27, My e of the term “setting” and the dilforend conlods, as suggeated by
Defamsont, exiends howsver bo all teacher pupil inleraction in the schood,

For a detailed discussion on 1he pology of teachers of Rishi Valley School, see
Tl:l.lp.n. K., “Forms of Discourse, a T}wh.ﬂ.'dTm:b:n.. npd Commalment”,
Biritigh Jovrnal of Sociolegy of Education, Vol T, Me. 4, 1986, pp. 415-431. See also
Thapan, . 3. Chapler Frve.

Dielameont bins suggesied (hat puplls vies teschess “more or bess (rvourably on the
hasin ol idicsyncratic leateres of their privene lives.” They (the pupils) do noi
usaally have ncocss o “guiliy knowledpe " (information not poblichy available), boi
when they do scqeire @, "Il becomes specially potent because ihe acoess s
illegstimale.” Dhelamoat, n, 9, pp. 182 In Rishi Valley School, the privaie knomd-
edge the pupils scquired of A male teacher's rekatbomhip with o lady teacher
advereely alfecied their relotions with him as they did nid view such & relationslkip
favourably since it lay outside the sootplod soceal code,

5|:r‘ll¢ﬂt:l1 gt tmplaes the useofl @ "ﬂw"umi:ﬂ ‘W onds desorines As essen -
tially & way of schisving & grad, He suggests five prominend sspects of sirategies
related b0 thedr origin in interactioninn theory. sirsegie ore thas “individundly mo-
tivuted, culturally orienied snd interpersonally adapied, They nre also situstionnlly
adjusted”, Finally, he relsies sirmbegics 1o siructure and prooess. Woods, P, ed,
Tencher Smmtegies: Explorariont e Sociclogy of the Sohond {Lomdon: Croom
Hlam, 1980, pp. 1838, 1 oo using the lerm in o simdlor seose,

Wonds, I*,, Socivagy and the School: An faveracvinmin Fiewpaoiar {Londons Rowt-
ledge pnd Kegan Paud, 19833, p. 127,

Flaewhere, Wiooads his wed ibe foncepl of “negntiation™ as an example of the
fenchers” "sunaval stratepy™ in their internction with pupils, Woods, P, The
Dingded Sewood {Loadon Bosiledge and Kegan Paul, 1979 p, 146

Wonds, . 12, p. 14,
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Woods defines “comirol™ in this content as “succesafully dealing with an incidamt
which [ractures a feacher's pesce, or estabinhing ane's power ina situation wiich
Prescnapis such an occurrence.” Woods, n, 14, p. 146 This definition sppears 1o
refier prinaarily tosituatons of disonder, The use of cotrol isalsoevident in arderly
Siluntions where the tescher stiempis o seck pupif compliance bo presalent norms
lor pupsl behaviour,
Drelamont, m, %, pp, 94-08,
[, pp. 950 1),
Avoording 1o Woods, "fraternization™ isa " prominenl survival sansiegy ™ "iowek
for good relations with papils, thus mllowiag the inberent coaflict, increasing the
T.:Tih'm of obfigation, and reducing their esire o cnose troable." 'Woods, o,
o
For an ncooant of my ficldwork i the sehool, see Thapan, M., “Lifting the Veils,
Freldwark in s Pubtic Schood in South India,” Ecomomic amd Polivkeal Werkdy, Vol
21, no, 49, 1586, pp. 2133-2139. Sev also Thapan, n. 3, Appendic B,
Ciolfmann, E., Thr Presesearion of Salf im Everydiry Life (Harmondsworth, Penguan.
19549, p. 33,
B hats been suppesied by Hargresves et ol that o besson gencmbly consisis of five
Phises: an entry phase, a setiling down phase, e kesson-proper phase, 3 cleaning
up phise, and am el phase (as referred 1o by Hammersley, M., Teacher Peeapee-
ey, B20E Sehooling and Sociely, Units @ and 10 {Milton Keynes: The Cipen
Universicy Press, 1977), p. 52, Abibough [am not dividing the lesson ino phases for
ihe purpesie of anabysis, the different sspects of the analysis are sollevident.,
Ibid,, p. 51.
Akka, fiermily older ssier in Tamil, is the ferm by which pupils address lady
feachers in Hishi Walley. [t is atso nm example of the effen oo indoce indormal and
close relntions between teachers and pupili.
Wiods, 1. 12,
Hammersbey notes thit for situsiiors of this kind, “the gencration of pupil
Allention and partkcipation and the conbrol of papdl participatson s ibe clamcter
of @ dilemma for teachers and pupils.” Hammenley, & 22, p. 56
The term “direct selection™ i used as 1 is by Hammersley “lagging o question with
L] ﬂ;;'ﬂzur ‘o ol you four’, you', combined wilh potnting, el Hanmershey,n. 22,
p 57,
Wools supgests that the cssemes of “shemving up’” pupils as A punishmen lies o the
foree with whach sn individual's deviation fram the norm can be emphasized in the
yek ol his peers, Woods, P, ““Showing them ap inscosdary school™ in G, Charmn
and 5. Delamany, eds., Fromtiors of Clazroom Ressarck | Windsor: NFER, 1975),
®. 123, ] nm mod sure towhat extent thiswas the case with Uhe teacher in Lesson Five.
She, however, used this Form of pusishment which proved 16 be functional in as
much as sk held the pupils’ attention, estabisbed order in the clssroom failing
nomethelesa o elicit sulTicient pupil participation,
The tere “froni" is used here as it is by Goflman, “{i1] is the expressive equipment
ol o standard kind intentionally or unwittingly ensploved by the individial during
his performance.” Goffman, n, 21, p. 32 The teacher puts on an sct by carefully
controdling her expressanes, behaviowr and specch se as 10 ensure contral,
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Lacey, ., Hiphown Crommoe: The School o8 a Social Sysem (Menchesier
Manchesier Universiiy Press, 1990), p. 174,

For more details on the new curticulum in this class, see Thapan, n. 3, Chapler
Eight.

Fuapil and iescher views on ihelr interaction have boen déscussed a1 greater lengih
in Thapan, n. 3, Chapier Eight.

D Souzn, A, fndian Pubdic Sehools A Sociolsgical Stady [Mew Delhl, Sterling
Publishers, 1974), p. B
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School Science in Search of a Democratic Order?

Aniia Rampal

“Science for liberation™ reverberated through the history of West-
ern education, in the kst century, as a refrain of the liberal reformers.
Recently it has echoed once again in our country, though somewhat
ambivalently -- on the one hand, in the ambiguous verbosity of the
official slogans professing “Prosperity through Caltivation of Scien-
tific Temper™ (a notion s elusive as “democracy™!), and on the other
hand, in the impassioned instrumentality of “Science as Social Activ-
tsm" (a concept still being delineated through practice). The school
seems (0 be the common epicentre of both strains of activity: the
Vacuous vet celebrated tremors of newer official policies invoking “sci-
entific literacy™ as well as the silent yet determined vibrations of
voluntary activism working towards “scientific awareness™, However,
an appropriate model for science within school, rooted in our specific
socio-cultural context is vet o be evolved. The model we have received
uriginated early this century and was shaped by complex forces serving
the dominant interests of a stratified society, This paper atlempis to
analyse some factors that have influenced the teaching of science in
school, broadly within the perspective scquired by participating in the
development of the Science Teaching Programme™ in Madhya Pradesh,
locally known as “Vishika"” -- an acronym for Vigyan Shikshan Kar-
Yakram, Tt is of particular interest 1o note how the curriculum in
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science, a discipline proclaimed for ils democratising potential, has
itsell perpetrated various forms of pedagogic hegemony within the
school while being subservient to dominant pressures from withoul.

The Emergence of the Pore Abstract Science Curriculum

Drespite appeals to its liberating potential deriving from its meth-
s of objective observation and analytic abstraction, which could be
directed 1o develop deep social insights, the scienee curriculum, as it
emerged al the wrn of this century, conformed completely with the
eriteria of “pure” theoretical knowledge laid down by the elite acade-
mia of an aristocratic culture. In John Dewey's words, by making
scientific knowledge “aloof from the practical needs of the mass of
men, advocates of scientific education put themselves al a strategic
disadvantage”* Emphasising the distinction between the require-
ments of a profession and a curriculum for school hewrote, “whatever
natural science may be for the specialist, for educational purposes it is
knowdedge of the conditions of human action™* " The functions which
sclence has to perlorm in the curriculum is that which it has performed
for the race: emancipation from kol and temporary incidents of
cxperience and the opening of intellectual vistas unobscured by the
accidents of personal habit and predilection”.”

The curriculum, however, did not respond (o this vision, What
emerged then and has continued (0 provide the basic framework for
school education ever since, was 4 model of “pure” abstract science, in
consonance with the demands of logical coherence as viewed by
professional practitioners of the discipline. No aliernative frame-
works were sought; In fact, alternatives, if they did emerge, were
authoritatively dismissed. Analysing the historical and socio-palitical
forces that shaped the current model of school science, Hodson and
Prophet® give an interesting account of the changes that oocurred in
the British cducational system during the latier half of the nineteenth
century. Taking off from Layton's® work they focus on the two major
alwernative conceptions available then: the “science of the common
things" and “pure laboratory science™, The former was initiated by an
inMuential clergyman, Rev., Dawes, with the aim to instil self-confi-
dence and integrity of thought amongst the child ren of the poor,inthe
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Allempt to uliimately improve their moral and religious condition.
The curriculum was consciously designed within the cultural context
of the labouring classes and, in Layton's words, “was no crumb of
Upper class education charitably dispensed™. ¥ Prominence was given
1o the applied sciences such as mechanics and agricultural chemistry
1o provide familiar experiences for the exercise of reason, speculation
and Imagination, The success of the programme and its imminent
EXpansion o all elementary schools was viewed as a major threat 1o the
S0Cial hierarchy; it was feared that the classics-based education for the
higher orders, which had insistently excluded instruction in science,
Would prove ineffective for the domination ofa “scientifically” trained
Mass of poor. Voices from various influential quariers rose 1o express
the perceived social danger inimparting a superior education to those
mferior in position. The views of eminent scientists like Lyell and
Faraday echoed in the Repon of the Public School Commission set up
M 1561, explicitly stating that “from a political point of view, it is not
Onlyan unhealthy butalsoa dangerous state of things in some respecs,
that the marerial world should be very much better known by the
middle clsses of society than by the upper classes™.!" A double-edged
Simpaign backed by the Thnes newspaper advocated the introduction
OFpure” science, (it for the “superior” mind, in the liberal curriculum
for the higher orders and, sim ultaneously, & halt 10 the practical
seentificeducation of the lower orders since it had become “too good ™
and expensive for them and was “1oo far above basic literacy (required)
for Bibile reading” 2
Sclence was soon removed from the clementary school curricu-
lam and the Revised Code of 1862 sought legitimacy on the grounds
U{IL”"“‘“I“HIE funds and trained teachers. [t was further asserted that
a k““wlu-:_lnu of common things was not to be obtained by the direct
study of science, but through country walks, star gazing and domestic
XPEriences”. 1 Two decades later when it did reappear in the school
:ur!'h:ulum it was in a form very different from that envisioned by the
:-ﬂm “stience for liberation™ advocaies. Yet, ironically, it wis justi-
2 in terms of the prevailing liberal tradition with its desotion (o Lthe
iscipline of the mind and its accent on the exereise of reason and logic.
© Eval of "pure” science in schools, as expressed by its new support-
ST, Wats 1o inculeate habits of “value-free” and “disinterested™ inguiry
for its own sake™ in order to prepare future scientists for the univer-
Sities. In the words of an eminent professor, teaching of science in
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schools was 1o be “a means of sifting out of the great mass of the poople
those polden grains of genius which are now too often lostamongst the
sands of mediocrity™.

Science in the school curriculum thus became defined as a highly
sélective sieve 1o sort oul those few who conformed 1o the image of the
“pure scientist™, Indeed, the mass of the populace for whom it was a
resource accessible only in theory, were effectively deprived of any
meaningful education inscience, owing (o its intended abstraction and
aloofness from matters of their everyday lives and belief systems.
Eggleston™ points out that this was in consonance with a general shift
in the educational ideology at that time and a consequent redefinition
of high status knowledge as thal which was not immediately usciul in
a vocation or occupation. Lavton™ affirms that even now school
subjects, in their drive wowards greater academic respectability, tend 1o
become exceedingly abstract and remote from pupils’ real Life con-
cerns, thus promoting in them an attitude of resignation and disen-
chantment. Asserting that such resignation is an express intention of
the “hidden” curriculum, Egglesion further exemplifies that “the
purpose of the mathematics curriculum isnot only 1o enable pupils 1o
learn mathematics but also o allow some w understand that they
cannot learn maihematics and to acquire a suitable respect for those
whocan™ thus legitimising the superior occupational status the abler
pupils ultimately acquire.

In-an intercsiing analysis of the origin of the modern scienoe (ext,
Strubeand Lynch™ trace the change from the “conversationalist™ texts
of the nincteenth century to the “formalist™ ones currently in use,
Maost of the earlier texts meant to introduce into schools a “science of
common things” were in the form of a discourse, drawing analogics
from common life and vsing simple models or demonstrations, The
style endowed science with a “very human face™; it scemed less
concerned with imparting knowledge than sound “habits of thinking™.
The formalist texts which began 1o dominate around 1880 {the time
“formal” sclence appeared in school) are strikingly similar 1o many
modern texts for advanced science courses — highly structured, char-
acteristically devoid of vivid or figurative forms of speech, demanding
“a high level of abstraction and logical analysis plus the ability w
follow reasoncd argument from a difficult, remote context™, " Thus in
what evolved as the acceptable format for school science, the very
spirit ol science -- of exploration and curiosity about everyday life —
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was conspicuously absent. The desire 1o communicate was set aside by
the intention w inform. Indced, the immediate accessibility of the
“common” model, congruent with the concerns of the majority, was
almost obliterated in favour of the Impregnabilicy of the “pure™,
“disembedded™™ version, described by the dictates of a minority,

Innowvations in Scicnoe Teaching

The last three decades have wilnessed a spate of curriculum
reform in the West. A plethora of planned innovations for the teaching
of science have been attempted with emphascs on “discovery™, “enguiry”™
or “child-centred” methods, demanding a more democratic environ-
ment within the classroom. The curricula, though changed, have
largely remained anchored 10 the old paradigm of good science for
better scientists, In Youngs* words, “science teaching... began and
continues with its main purpose to maintain the supply of future
scientists. This has two inter-related and in effect self justifying out-
comes - the mass scientific and technological ignorance of a people in
an increasingly technologically dominated society, who se¢ them-
selves as dependent on experts in more and more aspects of thelr life,
and a community of scientists who see the knowledge which they are
responsibie for producing and validating as necessarily not available o
the community at large™. He argues that even in the Nulfield era the
emphasis has remained on absiract “technically sweet™ science, disso-
clated from its applications and broader societal implications.

The lendamental natere of the curriculum has not radically
#liered yet educational rhetoric in this century has, gradually but
markedly, shified (s focus from the liberal metaphor of “science for
liberation™ to the more instrumental yet somewhat ambiguous slogan
of “science for modernisation”. Layton® delineates the two pro-
tlaimed aims of the new curricula as firstly, to increase substantially
the mational stock of scientists and technologists required 1o gain
supremacy in industrial and military research and, secondly, to build &
scientifically literate ciiizenry deemed essential in both the moder-
nisation and development contexts. Indeed, as Esland® points out, the
New curricula emphasising pupil panticipation were a part of a larger
public relations campaign 1o reverse the declining popularity of sci-
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ence and o reclaim a climate of public opinion in which more funds
could freely be made available. The movement for curricular reform
originated in the early sixties in countries of the North but were soon
imported or suitably adapted by the newly independent developing
nations, Scienoe with ils proclaimed transformationist potential served
as an attractive mandate for natlonal development. Third World
countries attribuied their poverty and backwardness 1o the delicit of a
“scientific mentality™, assumed 1o be significantly diffused in the
developedworld and often identified as the diacritical factor singularly
responsible for i progress and advancement.

However, the twin goals towards which the global movement for
innovation directed itsell, namely, the delivery of an elite cadre of
professionals as well as a scientifically “tempered” populace, were
ostensibly mutually incompatible. Science education has thus been
faced by a major dilemma arising out of this incongruity of purposes.
Most countries in the West apparenily resolved it by fragmenting the
curriculum into “academic science™ for the “able™ pupils, with its
explicit cognitive goals, and “non-academic science”, regarded less
respectable by virtue of its emphasis on “relevance™ ™ utility” for the
less-able pupils. The academic science courses are swarded high status
owing 1o their perceived “difficulty” characterised by decontextual-
Ised abstraction, emphasis on written presentation, use of individual
rather than group work, high competitiveness and remoteness from
real-life knowledge. The non-academic science courses, on the other
hand, are relegated (o the low-status category by virtue of their
perceived triviality and, in Hodson's* words, are characterised by their
concretendss of knowledge, emphasis on oral presentation, use of
group activities and relevance to everyday concerns.

However, a more equitable way of resolving the dilemma, as
suggested by Fensham,® is through the palicy of containment, whereby
specialised science education Is confined only 1o the later years of
schooling and not allowed toencroach upon the earlier curriculum. In
fact, a similar system is followed by Thailand where the academic
science curriculum is available only after pupils leave lower secondary
school, Layton™argues that there is lintle evidence tosuggest that such
a policy of containment would either lengthen the period of time
needed to subsequently specialise in science or in anyway diminish the
pool from which the specialist students emerge.
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India 100 has followed a policy of one science for all, Despite
vewsionil pressures from educational quarters, the policy makers
have resisted permitting a plurality of science courses 1o conform with
Pupils’ differential academic status, The single science course has,
however, been more inclined towafds the “seademic” (which, in this
SH5E, could be termed a cuphemism for “utterly incomprehensiblc”
and “blatantly irrelevant™) and less 1o the “relevant™

In response 1o the New Education P licy, the Report of the
Working Group on Science Education for the First Ten Years of
Schooling (1987) has perceptibly pointed out that science and maths
education in our country has remained almost irretrievably examina-
Hon-centred, It goes on 1o state thal “a self-perpetuating and self-
Propagating retrogressive sysiem has generated and extended from
the universities 1o the primaryschools™ subsequently, on the pretext
of keeping abreast of the current knowledge explosion, the child s
Mercilessty sy bjected 1o an avalanche of (ofien irrelevant) informa-
Hon. The report however flounders when it confesses thut “the main
Purpose of learning science, that is, the development of ‘scientific
literacy', has never been attempted”, for its delineation of the “dimen-
S0ms of scientific literacy™ are, to say the least, utterly confounding,

- AUthors seem so enmeshed by the “academic-relevant” dilemma
th?l.lhﬂ' recommendations appear o vacillate most incoherently:
"}'5 ' particularly evident in the following excerpt on requisite ma-
ﬂlpﬂﬂjum E'ﬂfh.‘

Maintenance of bullock carts, cycle and scooter; Changing of fuge
Wire; Using thermometer and balance: To handle domestic ani-
mals; Use and care of microscope, metre stick, cimera, calculator,
Hape-recorder; Lise of following equipments: graduated cylinder,
liming device, sphygmomanometer....

i At this Poimg IElﬂp,mtm'helmud by my own illiteracy, unable 10
mprehend, even literally, this last word! i

sin The dilemma is thus apparently difficult 1o resolve especially

v CESpite the best of palicy intentions, the inequities of our society

eovitably intrude almost giving a farcical twist to every new official
OMmendation,
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The Yishika

The Vigyan Shikshan Karyakram, embodying one atiempt 10
forge compatibility between intellectual credibility and utility (and
probably the only one to be incorporated into the government school
system of our country), was initiated in 1972 by a fortuitous collabora-
tion between voluntary activisis, professional scientists and school
teachers. It was a low-cost, activity-based endeavour (o somehow
embed academic science within the socio-environmental context of
predominantly rural children. Taking cognisance of the high dropout
rate of pupils afier class VIIL, the curriculum gave priority to such
specific skills and fundamental concepis that would help develop a
critical scientific attitude for life, deliberately excluding some which
merely satisfied criteria of relevance laid down by the discipline.
Indeed the express emphasis on the use of low-cost equipment and
indigenously designed apparatus made from locally available materi-
als provided an incentive 10 teachers 1o exercise their own creative
skills. It also symbaolised an assertion of self-relinnce, Pedagogically it
was important for students to feel comfortable and familiar with the
apparatus so that it alleviated the overwhelming sense of alienation
and mystification that is normally associated with science lessons, not
just in the rural but also in our city schools, However, this feature of
the programme was often conveniently co-opted into the familiar
discourse of “low-status” curricula by critics, who classified it as
“Pichhda Vigyan" or “backward science”. Consequently, political as
well as parental pressure had 1o be convincingly combatied; many an
occasion was, however, judiciously exploited to conduct informal
discussions about broader issues related o the science-technology-
society interaction in a developmental context. But as more and more
“hard” technology is pumped into the otherwise barren desert of our
education system, it becomes increasingly difficull 1o emphasise the
efficacy of low-tech “humanistic” pedagogical practices.

The basic model for Vishika, conforming 1o the “enquiny™ method,
was initially inspired by the innovative projects underiaken in the
Wesl. Children are encouraged 0 perform experiments in groups of
four, collectively discuss their observations and draw inferences there-
from. The textbook has been replaced by a workbook providing a
sequence of instructions and questions 1o guide enquiry. The radical
shift in approach was meant to change the existing didactic and
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authoritarian method (which, incidentally, is fOllcred inthe best
private urban schools wo) with its reliance on passive, unguestioning
and rote learning in order toestablish a more open and active environ-
ment within the class-room. Moreover, the rigorous re-orientation of
teachers (who were often themselves inadequately trained in basic
sciences) in the form of extensive discussions, debates and a regular
informal dialogue hetween them and the so-called experts was ex-
pected 1o shake their complacency, make them more open 10 possible
divergence in thought and instil in them a sense olsell-confidence and
purposefulness. Indeed, the spirit of [ree discussion and enquiry
helped 1o provoke teachers o actually “de-expertise”™ the experts so
that the programme could emerge as a truly shared construction. Towas
hoped that the wrusually open interaction between teachers and
resource persons would helpdefine s new culture of learning which the
teachers would, in turn, be inspired 1o share with their pupils.

Other forms of authority directby influencing the curriculum were
also challenged. The traditional examination with its stress on the
agility to spew oul memorised “facts™ was replaced by an open-book
one, more in congruence with the demands of enguiry learming. This
was 1 fortuitous schievement and became the sustaining strength of
the programme, Other innovative atiempts at curricular change have
foundered basically because they were compelled 1o submit 1o the
traditional Board examination, in which the administration rarely
allows much imervention, In Fishika not only was the pattern of the
class V11 Board eamination changed but so were the related proce-
dures for setiing a question paper and evaluating the answer-shees,
The annual examination paper is collectively composed by a group of
teachers during aspecial workshop, in osiensible viokation of the usual
official norms for confidentiality. Constructive discussion has been
stressed as essential for framing a creative guestion or deciding norms
for ity fair evaluation. Requisite secrecy is, however, restored by
Authorising an official moderator 1o put together different questions
and compose the final paper from the varioes alternative versions
Prepared during the mesting.

Bal Vigyanik: A Philosophical Fallacy?

The Vishika workbook is named Bal Vigvanik, which literaily
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reads Child Scientist, The inspiration [or the title can be traced back
10 the pupil-as-scientist trends of the sixties with a major emphasis on
inculeating scientific enquiry by making the child vicariously experi-
ence processes of “real” science. However critical analyses of those
curriculs has led to the growing realisation that such reforms lacked a
truly child-centred perspective. Extensive research has now shown
that the stress on a logical rather than a psychological ordering of
subject matter and the increased demand on “discovery”™ through
detailed scientific procedures has not only rendered science more
difficult for children™ but has also filed to reveal any significant
improvement in their ability to employ those processes, particularly in
situalions outside the classroom. ™™

The pupil-as-scientist curricula have proved inadequate on pre-
dominuntly two grounds: the outdxied nature of the philosophical
stance implicit in them and their inability (o address children's belief-
systems. An examination of the underlying epistemological founda-
iions of these curricula reveals that they espouse the classical induc-
tive-cmpiricist approach towirds knowledge, the main premise of
which is that scientific enguiry relies on concepts inductively infermed
from diserete sensory impressions. Such curricela were subsiantially
influenced by Robert Gagne who presenied 4 hierarchy of science
processes which (stated in increasing order of complexity) inchuded
ohservation, classification, measurement, drawing of conclusions,
making operational definitions, formulation of hypotheses, control of
variables, interpretation of data and experimentation.” Gagne placed
unbiased observation at the very foundation of science learning,
emphasising that physical characteristics of objects need w0 be system-
atically observed and discriminated *“using all externally oriented
senses” and that “all the differential attributes of objects previously
learned as discriminations need 1o be used for establishing (general-
ised) concepts™. "

Such a view of the scientific method had long been proved 1o be
fatally Mawed on the grounds that observation can never be truly
“objective” lor, what one “sees"™ depends only in part on the immedi-
atesensory impressions and more on accumulated past experience and

tation. Thus the obsenation we make essentially depends on the
preconceived theories we have in mind and, therefore, cannot be an
infallible basis for scientilic knowledge. Notwithstanding our own
intuitive and psychological make-up that often seems to compel us 10

—
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behave inductively in our everyday lives, justification for inductive
Leneralisation as the basis of enguiry had almost been abandoned by
the turn of this century. Yet the commitment 10 empiricism and
nduction authoritatively persistéd in science cducation and even
“anveniently coalesced with the progressive child-centred philoso-
phies, emphasising direct experience and individual enguiry, to pro-
duce the almost mesmeric notion of “discovery learning ™. Question-
ing the philosophical validity of the tencts of the discovery method,
Hodson® argues that such methods not only underestimated the
complex relationship between observation and theory, but also misin-
terpreted the nature of the activities of the scientific community in
validating and disseminating scientific knowledge. In keeping with the
current philosophies of science and psychology, he stresses that the
Scquisition of new knowledge depends only in part on the structure
4nd organisation of that knowledge, being predominantly determined
by the learner’s existing conceptual framework. Observing carcfully,
Tecording observations accurately and muking generalisations are
uselul skills for children 1o learn but are certainly not the means for
discovering new concepis, The pupil-as-scientist curricula have al-
Most mocked and reduced scientific method 10 & mechanical ritual,
'EROTINg the role of informed speculation and constructive imagina-
tion in processes of discovery. Inan almosi propheticvein the philoso-
Pher Nagel had writien, as early as 1959, that “the student should be
isabused of the common misconception that a collection of facts is
Cither the beginning or the goal of scientific enquiry” and “.... should
be made o recognise that the concepts 1o which he is introduced have
ROt been obrained by a process of simple abstraction from empirical
dati, but that they are intellectual creations, often suggested by the
data, and are the products of a constructive imagination™.™
. The new philosaphies of science have been inclined towards the
Constructivist” position as opposed 1o the “realist” view-point, which
PETCtives reality as o stable configuration of objective facts, open 10
the identical inspection ofall. Constructivism, on theother hand, is the
beliel that reality is personally negotiated so that each enguirer
Peceives a world depending on her (or his) preconceptions, and where
Hereement, which constitutes factual knowledge, is a specific collec-
"."': negotiation, with an often limited temporal validity.™ Indeed the
ViEw that knowledge should be impersonal and detached is often
rejected in favour of the development of reason informed by passion.
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Thus knowledge that has been individually construed or “truth” that
has been personally appropriated is what ultimuately constitutes the
“private” construct of the learner. A truly learner-based or child-
centred education programme would necessarily have to be congruent
with the constructivist stance and take into account pupils’ personal
constructions of experience in order (o establish meaningful commu-
nication. For, successful communication between individuals depends
nol s0 much on the commonality of their construct sysiems, bal upon
the degree of empathy they hive for each other’s constructs.™

The last decade has witnessed a growing body of research in
science education atlempting 1o explore pupil's constructs and “alter-
native frameworks™. " The new curricula based on conceptual schemes
had emphasised on a coherent system of ideas as perceived by scien-
tisis, ignoring the fact that such ostensibly ogical connections may be
[ar from obvious tochildren, Moreover, litihe atiention was paid to the
ideas children themselves generate as part of their life experiences. [t
has now been found that children hold sable and 1enacions views
regarding the world around them and these preconceived potions are
ofien at variance with established scientific concepts.™ Unless con-
sciously addressed or confronted these intuitive beliefs resist change
and are continoed 1o be held in parallel 1o the formal theories taught
in the classroom. Moreover, since such “spontaneous™ knowledpe is
normally derived from the common experiential base of the child,
large arens of “informal™ science are found 1o be strikingly universal;
alternative frameworks in mechanics™ or heat,* for cample, reveal a
Fascinating similarity that transcends territorial, wiorisl and even
temporal distinctions. Osborne et al** point out that children tend (o
view the world Irom an anthropomorphic or human-centred position
and construct particular explanations forspecific evenis without being
concerned about their mutual consistency. Indecd, common meta-
phors ofeveryday language, as well as those used unsuspectingly in the
discourse of leaching, reinforce intuitive beliels and are co-opted by
the learner’s imagery (o endow physical entities like heal, electric
current or foree with distinet human characteristios, Thus “the beat
pushes the cold out™, “the electric current turns back when faced byan
insulator or gets used up by 3 resistance” or “'the force in the ball fights
against gravity 10 keep it moving upwards until it pets exhausted and
gives up™ are some of the interesting untutored idess voiced by
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children today which are surprisingly similar 1o the intuitive scientific
theories articulated a fow centuries ago,

Transition from the learner’s informal 10 the established formal
framework would require 8 conscious restrecturing of knowledge, a
concéptual “sccommodation™ which might, at times, be similar 10 the
paradigmatic shifis that scientific knowledge has itselfl gone through.
Indeed, according to one opinion, pupils’ life-world knowledge, into
which they are socialised during the major part of their lives, and
which, therefore, has greater social value and persisience, cannol be
extinguishod by the considerably weaker and temporary socialisation
within school. For, school learning secks 10 explain experiencss in
terms of marginal interpretative systems forming the so called “sym-
boslic sniverses™" of knowledge which tend 10/ be alien 1o the learner's
natural attitude and arc therefore more fragile. Joan Solomon* argues
that it would thus be more fruitful w0 foster a Auidity of thought
between the two domains of knowledge and the capability of distin-
fuishing between them. Indeed she has shown that pupils who are
capable of successfully crossing over and back from the life-workd 1o
the symbaolic domain of thought indicate a deeper level of endersiand-
ing of a concept as absiract as “energy”. Moreover, even a few months
of lapac of time after formal instruction causcs a preferential shift 1o
the life-world domain, provided there is no further reinforcement of
symbolic kniwledpe,

Thus, unless science education tskes cognisance of lexrmers”
{which includes ieachers ) private conceplual frumeworks and ensures
that the new “public” knowledge is embedded within the active
tonstruction of personal meanings, “schooling” in sclence would
continue 1o coniribute 10 a conformist and unguestioning majority,
tverawed by the authority and formidable formality of the discipline.

Culiure and Cognition: Science within an Oral Universe

The Vishika, with is legacy of a progressive yel somewhat “scien-
Ustic™ model of pedagogy, has, over the last sixteen years, slowly
itlempied o adapt itself 1o its studenis and 1eachers. Active feedback
ll‘umlhcru:lunl‘upq.:rullml{mringn predominantly large ruralarea)
has bed 10 @ number ofalicrations in the design of the experiments, the
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nature of the content, the language of the textual material and the
training of teachers. However, the adaptations have often seemed to
be attempts 1o account for some kind of “limitations”, not just
structural but also cognititive. On the one hand this could be because
the core resource group, with its orban snd professional science
background, had no prior experience of working within the rural
sthool system and was, therefore, constantly striving to redefine its
expectations 1o plug the ostensible cognitive gaps between Lhe design
of teaching and the apparatus of learning. However, what seems more
significant here is the fact that the culture through which scicnoe is
taught is itsell at variance with the culture in which it is being receved.
Science is a product of a tradition of writing, and ils teaching has
naturally demanded a literate cultural base. Therefore, even the bes
attempis (o moc0st a culture like ours, based predominantly on tradi-
tions of residual orality with resources horn essentially out of literacy
would result in profound gaps in communication. Moreover, from the
literate frame of reference cognitive processes of the oral mind have
always appeared 1o be inexplicably “limited”. Indeed, psychology and
anthropology have a fairly long history of crosscultural rescarch into
the workings of the “non-literate™ mind {long been classified as the
“savape” mind!) which has usually been potently ethnocentric and
often unsuspectingly polarised by the “caltural spectacles” of the
observers. As Walter Ong in his masterly work illuminating the
contrasts hetween orality and literacy points out, “we are so literate
that it is very difficult for us to conceive of an oral universe of
communication and thought except as a variant of & literate uni-
verse™ and that 1oo a woefully deficit one. The non-literate or neo-
literate mind was normilly characierised as one typically lacking in
abstract and analytical thought and poorly equipped for inferential
deduction. Moreover, such conclusions are in consonance with the
conventionality of a strict hierarchy of knowledge conceived in terms
ofdichotombes such as abstract-concrele, symbolic-sensual, objective-
subjective, complex-simple rational-emational ete. The non-literate
mind is, by such definition, poorly developed, quite incapable of
learning science and, therefore, st best suited for a course invocational
training. This is strikingly reminiscent of the tacit assumptions behind
the nineteenth century educational debate regarding the introduction
afscience in clementary school, whereby two distinet types of mental-
ity (the “gnostic™ and the “banausic™*) related to the “intellectual™
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nd the “banal”, were attributed to people belonging to the upper and
lower classes. Millar has shown how these ideas are still held by the
“contemporary polemicist™, who though more guarded in his tone, is
nevertheless as eager 1o invoke similar models of cognitive deficiency.

Science only for the “superior™ literate mind isa verdict we in the
Third World clearly refuse to accept, We, of course, could dismiss it as
arising out of ethnocentric prejudice, or, in Ong's words, “blind spots
Ofthe unreflective chirographic or typographic mind”,** But what then
B our stand? On what premise do we base our efforts o evolve a
stience education programme embedded within our cultugal resources?
In what way can the “psychodynamics of orality” be constructively
'“mfpﬂrme.u into the process of learning science? Or rather, how can
the teaching of science meaningfully deline itselfl within a predomi-
fantly oral universe of thought and expression?

In trying 10 comprehend the cognitive depths of an oral universe
What is called for is an “hermencutic” approach or, in the words of
Gieeriz, ap interpretative “attempt 10 somehow understand how it is
We understand understandings not our own”® A number of such
Anthropological studies have shown that the so-called shifis from
MARIE 10 science or from the “prelogical” to the more rational mind
iR be more economically and cogently understood as shifls from an
oril stare of ConsCiousness 10 various stages of interiorised literacy.™
This s noy 10 imply that the oral mind lacked a sense of logical
Feasoning but that certain 1ools of intellectual operation associated
With the Greek notion of formal logic, like contradiction, scepticism or
inference, which call for critical attention Lo a text, were made possible
E}' A tradition of writing. Thus, in the words of Kathleen Gough,

Literacy is for the most part an enabling rather that a causal factor,
Making possible the development of complex political structures,
*Wllogistic reasoning, sclentific enquiry, linear conceptions of reality .
A perhaps ceriain kinds of individualism and of alienation. Whether,
And to what extent, these will in fact develop depends apparenily on
:'I-"“':'-‘*mlﬂum factors of ecology, inter-societal relations, and internal
dealogical and social structural responses to these™
e Knowledge thar is once concepiualised by primary oral cultures
e i“‘-"‘l‘m be lost unless adequate investments of energy are made, by
" ving it OVEr and over again, to preserve it for posterity. Only when it

reloasad ol it mmm"ﬂiﬂﬂﬁhh}'lﬁlegaling them e ihe writlen text,
AN the mind turn itself 1o new speculation. Indeed, the residual orality
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of a given chirographic culture can be gauged from the amount of
memaorisation its pedagogical practices demand. The rythmic recila-
tion that goes by the name of teaching in most of our schools bears
eloguent testimony 10 our indomitable oral spirit!

Orality cnsures an empathetic and communal identification with
what is known, whercas writing distances the knower and Uhus “sels up
conditions for ohjectivity, in the sense of personal disengagement™.™
All thought is basically analytic bul processes requiring ahstractly
sequential, classificatory and linear structuring of knowledpe dis-
tanced from kived “situational™ expericnces are difficolt without
wriling and reading. Learning within oral cultures is based on close
human interaction, on apprenticeship depending on a mimimum of
verbalised explanation and by participation in a Kind of “corpomate
retrospection” -- not by study in the normal literafe sense. Indeed, the
notion of private reading does not belong 1o the oral universe of most
ol dur children - reading for them is very much an oral and even social
activity. Moreover, silent study demunds privacy and isolation - a
luxury only very few of us can afford.

Deep insights into the operations of an orl mind are found in
Luria’s ®* work with the non-liternte and semi-literate peoples of
Uzbekistan and Khirgizia, His rescarch though notexplicitly encoded
in terms of orality-literacy contrasts, does indeed emphasise that
abstract and conceplual thinking s a reflection of a sociely’s culiural
and intellectual history, conveyed through its linguistic system. Stud-
ics on catcgorisation, or the wiy people group things and make
generalisations, revealed that non-literate subjects invariably resorted
to“situational” thinking and classified objects sccording 1o their real-
life relationships. This “functional-graphic perception” based on
practical expericnoe was 5o overriding tha even the suggestion of
other abstract principles 1o guide dassification was persistently dis-
missed as “stupid™ or irrelevant. A typical example is that in which
non-literate subjects, on being shown drawings of a hammer, a saw, 4
log and a hatchet, insisted that they all belonged o one group and that
none could be excluded. “They are all alike. The saw will saw the log
and the hatchet will chop it into small pieces. If one of these has 10 go,
I'd throw out the hatchet. It doesn®t do as good a job as a saw™® On
being told that another subject had placed the three things — the
hammer, saw and hatchel — together keeping the log out, one peasant
promptly replicd, “Probably he's got a ot of firewood, bat if we'll be
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feft without wood we won't be able to do anything”.* They further
insisted that wood tod could be called a “iool™ since handles of wols
were made [rom wood, and so were poles and other things. They
asserted indignantly - “we call all the things we have need of tools"
“we have a saying: take a look in the ficlds and you'll see wools™ --
thereby defining the essential practicality of the modes of generalisa-
tinn they used.

Mew science curricula, including Fistaka, have laid special stress
on classification, regarded as one of the fundamentals of conceplual
lcarning. In the last three decides, however, extensive studies have
been conducied by cognitivists 1o understand human  classificatory
practices and much new insight has been gained predominantly by the
work of Eleanor Rosch. She points out that presumptions that the
human mind uses laws of formal logic 1o define a category by abstract-
ing clear-cul independent and unambiguous criteria for its member-
ship, are not supported by rescarch. She is critical of the classical
notions of categorisation attributed to the “mature western mind” and
remarks that “if other thought processes, such as imagery, osiensive
definition, reasoning by analogy to particular instances or the use of
metaphors were considered at all, they were normally relégated 1o
“lesser beings” such as women. children or primitive people™®

The “natural” view of classification points out that the natural
world of citegories (as opposed 1o the mathematical world of abstract
classes), however, consists of highly correlated (non-independent)
features which provide considerable redundancy in the appearance of
members of a given category. Indeed, it is this redundancy which is
explivited by our recognition mechanisms. For example, as cited by
Gurdner,® a perceiver who can distinguish wings, furs and feathers
s00n realises that in the empirical world wings occur with feathers
more than they do with furs, Moreover, Rosch has found that we
normally construct categories around a central member or “proto-
ype™ - a representative example of that class which shares the most
features with other members while shuring few, if any, with elements
from outside the cliss. Sincea sparrow is more a prototypical bird than
4 penguin or a chicken, it {s bound 10 be more readily recognised and
15 less likely to be misclassified. Thus according 1o the natural view,
SHegorisation involves erecting typical prototypes for further match-
ing rather than abstracting a list of common criteria. That is, we
normally look 1w see how well objects resemble a typical member of a
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¢lass as we conceplualise it, rather than objectively scarch for common
attributes. Moreover, work done in Third World countries shows that
it i5 not as if rural children cannol use superordinate concepis for
classification, regarded as conceptually preferable in school systems,
but that they choose not 10 do so because such concepts do nol satisly
their modes of organising experience,™ A sensitive examplé is that of
a 12-vear old peasant child from Mexivo, who when asked iocaegorise
various objects on the basis of thelr similaritics, almost poctically
refused 10 place them together by stating that the “bunana is like a
horn, the orange a ball and the bean a little heart; they are not alike™.™
This imugery, embedded as it s in the childs living experience of
peroeption, is strikingly similar to the kind exhibited by children in oral
riddle-games.

The capacity 10 logically connect two diflerent statements and
driw i conclusion from them, as in syllogistic reasoning, was for a long
time considerced basic 1o human consciousness, For example, if we ane
given Lhe two propositions: “Precious metals do not rust™ and “gokd is
i precious metal” we can almost unthinkingly conclude that gold does
not rust. Piaget had raised questions about the “naturalness™ of such
Ingical operations in his studies related to the intelleciual develop-
ment of children, However, Luria, in his work with non-literates hid
attempted to determine whether or not such logical schemes are
invariant at different stages of social history and social development.
He Iound that subjects who could dre excellent judgements aboul
facts of direct concern often failed to perceive logical relations be-
tween the premises of a syllogism, which was a form of absirac
reasoning alien to them. Asan illustration, let's consider the following
syllogism: “In the Far Morth, whene thene is snow, all bears are while,
Novaya Zembla is in the Far North and there is always snow there.
What colour are the bears?™ To this one person revealingly replied: 1
don’t know. I've scen a black bear; I've never seen any others..... Each
bocality has its own animals”, and on being pressed further, he retored,
almost exasperatedly: “That's my last world. Those who saw can tell,
those who didn’t see can't say anything”, However, the response of &
semi-literate volunteer, ostensibly keen (o absobve himself from the
personal responsibility of assigning a colour to the unsecn bears, was,
typically: “To go by vour words they should all be white™® Thus the
responses, reflecting @ mistrust of the inftial premises which were
removed from their immediate experience, citegorically refused 10
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commit to any “obhjective” conclusion. Morcover, a bare brush with
literacy (especially of the kind associated with schooling) could appar-
ently make theoretical modes of generalisation more accessible, if not
entirely acceptable, The rules of the game became more apparent,
even if the game was not wholly satisfying.

Indeed, as Ong points out, a syllogism is like a text - fixed, seif-
Contained and isolate - its copclusions are derived from its premises
omly, without recourse 1 personal interpretation. The riddle, on the
other hand, symbolises a mode of reasoning which belongs 1o the oral
mind, demanding resources of knowledge far beyond the words them-
selves. Many of us have seen how even young children love to indulge
I complex riddle games - relishing the sct of stretching their imagi-
Mation, searching their memory and misdmally taxing their inferential
abilities,

It is, therefore, significant 1o note that the noetic capacities of an
Oral mind are, perhaps, impossible to gaupe by wrillen 1ests, or cven
Oral ones framed in a literate format. Indeed, in the West, writicn
SXaminations came into wide use well after print had been assimilated
by the culture, already conditioned by thousands of vears of writing. It
" Thus pertinent 1o examine how appropriate written questions (espe-
?I:n? those requiring use of decontextualised logical reasoning) are in
mﬁm:ul our schools, where a majority of the children are first or
|IEEME"‘FW'«H‘H literates. Further, what is significant is not just the
large “m:’;;;i:ﬂ:r with print but also the inability to afford it, for, in a
wall” gyt of homes the nchu_ﬂl umh:u:lsk is the only “chink in the

i “Xposes them 1o the literate universe,

f.:.m: lnzfrm?“““_ﬁ'w that the kind of literacy associated with
Writing tasics £ & distinct from that required for other [-E.u:lllng."
B tasks as, for instance, in the pursuance of relighous instruction.

e ﬂ“;“‘:f’-mf specific skills enhanced by each kind of literacy may
by the work n:;l:imm by the Scribner and Cole® study in Liberia or
CONitive ghijj m;“ Street® in Iran. However, changes in generalized
imm“ﬂtrrim;mq:ﬁ s from “skills") are not unmediated or
Measured by standa dlﬁﬂr instant” literacy and cannot necessarily be
Goady, “In dife ¢ psychological tests. Moreover, as emphasised by
nd a1 (e Iw:um':*mﬂ socicties... cognitive skills are rarely o be
Culture ggiginn o Seneralized cognitive abilities or generalized
MENS that reside in the 1otality of the population; both
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abilitics and culture have o be undersiood inanother wiy for these are
differentially distributed among the population™.™

The Vishika has almost instinctively and empiricilly become
aware of some characteristics of the oral universe of its children. The
title page of “Bal Vigyanik" is in the form of a personal letier,
composed calligraphically, addressing the pupils and inviting them o
share the fascination of seience. This, according to Ong, was found in
medieval western manuscripts, which introduced their fext not by an
impersonal titie-page but by a conversational observation addressed
10 the reader, inan attempt (o preserve the likeness of the manuscript
1 that of gn uiterance. Recent alterations in the workbook have tried
1o incorporate greater redundancy in language in keeping with chil-
dren’s natural forms of expression. Indecd, redundancy is a natural
characteristic of oral discourse, unlike sparse lincarity which eco-
nomically structures expression for the purpose of writing. For, effec-
tive repetition of what has just becn said mantains a kind of backloop-
ing thereby ensuring proximity 10 the focus of attention, as is judi-
cionsly exploited by many an experienced orator.

Much cognitive research has now been done in areas of visual
perception 1o show that pictorial or disgrammatic representation is
also a culture-specific mode of expression, However, most textbooks,
especially those in science, continue 10 exhibil gross insensivity 10-
wiirds children’s natural forms of visual expression, both from the
psvchological as well a8 coltural aspects of cognition, Fiohika has
attempied to experiment with less formal diagrammatic representa-
tions though much more systematic work has yet to be undertaken, in
collaboration with arists sharing a deep commitment and sensitivity
e both tribal and children's ar. Indeed much effort needs 10 be
expended o offect o successlul shift in the entire discourse of science
teaching -- from the transactional to the expressive, the dry and terse
1o the more vivid and elaborate and from the transmission modes of
representation 1o the more inlerpretative ones discussed in greater
detail in an carlier paper,™

The fundamental task remains essentially unatempred: o radi-
cally redefine the teaching of science within the cultural universe of
our children and thus 1o meaningfully address and engage the cogni-
tive structures they bring with them to the learning situation. Itis clear
that an effort in this direction would require versatile resources and
intellectual inputs with many an hermencutic insight from the fields of
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sociology, linguistics, psychology and cultural anthropology

Structural Dynamics of Curricular Change

The Vishika from its very inceplion wis commitied 10 operile
within the existing povernment school svsiem, nither than sel up s
own “islands of excellence™. Over the years il has continuously ex-
panded its sphere of influence and encompassed more and more
schools in different districts. The process is necessarily a slow onesinoge
curricular change requires a restructuring of attitudes and beliefs
through close human inleraction. The new spirit must semehow
osmose through the almost ossified struciures of the educational
burcaucracy. Moréover, in a feudal state like Madhya Pradesh, the
protagonist of pedagogical change, the school leacher, oocupies the
lowest and the most dismally unenviable position in both the educ-
tional and the social hierarchy. Hence, change within the classroom
must necessarily be accompanied by change without. [ndeed, [or
leachers todelegate some measare of autonomy to their students they
must be enabled 1o wrest some of it for themsehes 1o0.

Enquiry within the Classroom

The Vishika classrooms, especinlly those where some measure of
activity did take place, became conspicuously noisier, in somewhat
cathartic defiance of the still prevailing conservative norms of “pin-
drop” discipline. The departure from the regimented straight-file
architecture of inactivity 10 8 more practical and informal groupwise
cenfiguration of participation scaffolded the spirit of freedom sought
by the programme. Excursions tking pupils outside the dismal con-
fines of school, in order to explore and learn from the natoral (and
socialy environment, were institutionalised by incorporating them
Into specific chapters of the book, despite initinl objections raised by
onservative parcnts of girl students,

The classroom has thus changed perceptibly yet the ethos of
€nquiry has not been entirely assimilated. At one level, this could be
3 cultural phenomenon with its origins in a society's conservative
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values demanding unguestioning deference towands those older in
ape. As a result gueries are by definition unidirectional; a pupil’s
guestion to the teacher, especially if it is a probing one, would not only
violate pedagogical but also social conventions. A recent study™
regarding the influence of culture on Nigerian pupils’ questioning
habits in science lessons, points wsimilar soctial inhibitions determin-
ing the nature of classroom interaction. Kenneth King® points out
that the tradition of a subservient disciple, prevalent in several coun-
tries of East and South East Asia, 8 directly counter 1o a truly pupil-
centred curricubum. Thus science education in such cultures tends 1o
become “doubly authoritiarian®™, conforming 10 Kuhn's description of
it as “a relatively dogmatic initiation into 8 pre-established problem
solving tradition that the student is neither invited nor equipped to
evaluate™. ™

The Bal Vigyanik has, in a conscious attempt a1 subvérsion,
sought to introduce various activities requiring students (o experi-
mient with “guruji’s”™ watch or cycle and if they could muster enough
courage, tovéven count the bones on his ribeage! The children, given
hall 4 chance, would only be 1o happy to comply. Indeed, the con-
striinis depend only 1o some extent on the social inhibitions of a
particular community but, st the more general bevel, derive from the
culture of teaching itsell. A number of hermencutic studies in more
“progressive” schools of the West, attempting to understand teachers’
intentionalities within the framework of their beliel systems, have
shown that teachers find it difficult w fit “enquiry™ into their own
definition of teaching. Enquiry teaching lays great emphasis on class-
room discussion, an activity teachers feel most uncomfortable with,
for, allowing pupils 1o talk frecly in class scems (o be an abdication of
control, undermining their own influence. As Olson puts it, “teachors
do not understand that *not dominating the class’ can count a5 a form
of influence”.™ Moreover, they tend 1o consider it an ineffective
method for accomplishing instructional goals — a wasteful “walfle™™
that fails 10 economically deliver the established facis of science.

The Vishika teacher orientation courses (as well as the monthly
mectings) are consciously conducted in the “discussion™ mode of
enquiry. Initially teachers, themselves decply conditioned by the ex-
pository mode, tend 1o feel disoriented and frustrated and complain
about the “vagueness” or “lack of direction™ of the approach, always
insisting that the “correct” canonical answers be given 10 them,
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However, they soon acclimatise 1o the more open and democratic
environment #nd begin to respond hearteningly. Yei, thoy seem
reluctant or are, perhaps, incapable of carrying the same spirit to their
own classromms. Delincating the dilemmas of enguiry, Olson further
argues that innovative practices often expect teachers to develop in
students quite comphex cognitive skills which are difficult w delimit
Thus 1eachers continue (o adhere 1o the texi, dictate answers and pear
their teaching totally towards examinations because that system pro-
vides a firm anchor and effectively delimits their work, offering time-
tested criteria of “accountability™. In fac teachers” performance is
often assessed by the examination results and, till recently, promaotions
were withheld on the basis of a poor pass percentage.

Indeed, changing a curriculum is, as Mary Waring points out, like
trving 1o move a graveyard, for both are filled with sacred bones,™
Dissomance often Occurs between the initial objectives of an innova-
tive curriculum and subsequent classroom practice because, over limae,
individual teachers accommodate themselves 10 their own situations
of “equilibrium™, The compromises they make 10 minimise tension
and the strategics they adopt for such sccommodation normally fall
within the more familiar traditional approaches informed by a rela-
tively stable body of ideas of what and how 10 tleach. However, those
who do depart from the secure expository mode are often dominated
by the “activity™™ frame of mind, restricting themselves only 10 the
Tunctional and manipulative details of doing experiments, rather than
poing into the logic of those activities. Their own limited understand-
ing of the subject ofien bars them from adopting a “learning” frame by
which to interpret the experiments. Indeed, “learning by doing”™ has
often heen over-stressed by the innovative curricols, almost 10 the
paint of dire distraction. Most such curricula expressed allegiance 1o
the famous Chinese adage: “Lheard | forgot; [saw | remembered; | did
lunderstood”, which also boldly prefaces Bal Vigyanik. The mere sct
ol mechanically manipulating often tedious and time-consuming
ExXperiments does nol necessarily cilitate comprehension but might,
instead, as Rosalind Driver suspects, result in the anguish of: “1doand
Lam even more confused™!™

A, signilicant section of the Vishika teachers, however indoctri-
nited by the tenets of “discovery learning” they may be, are often
severely constrained and understandably demotivated by the lack of
basic equipment. This constraint overrides the others with which they
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have somehow learnt tocope: leaking roots {iFever thiey exist), a crowd
of sometimes upto a hundred children crammed into dark and dilapi-
dated classrooms, acuteshorage ofwater.... The supplvol the low-cost
science kit, a responsibility of the State Education Depariment, is a
long-sulfering victim of burcaucratic inertia and inefficiency, giving
rise 10 the perennial complaint proverbially termed as kit ki kit kit™.
However, the kit though crucial, is not the lone cause of discontent.
Administrative lapses and procrastinations constitule the normal
order, Indeed, a large measure of the youthfulness and enthusiasm of
the now not-as-voung voluntary activists, in their almost indelatigable
attempis 10 somehow keep things moving, has been irreversibly sappoed
by the virtually immovabie files of the local educational set-up.

In terms of the perceived practicality of a preferred curriculum the
ncw approach probably raises some other questions as well, The
emphasis on collaborative problem solving or constrocting “shared
meanings™ is, perhaps, constroed by teachers as highly paradoxical, for
in the conventional culture of “no cheating!™ or “keep yvour eyes
sirictly on your own nole-book!™ 1o encourage mutoal consullation
could amount (o dereliction of the traditional ethical norms they have
perevered 1o maintiin (excepl, of course, when discretion decides
otherwise). Indeed the reification of “knowledge” within our contem-
porary education system, and its conseguent redefinition as an indi-
vidually soquired *possession™ o be fanatically puarded vet blatantly
displayed, has led to the almost abject practice of “competition™ and
one-upmanship amongst students. Pupils are almost provoked by
their peers, parents and even pedagogucs 1o stealthily pinch others®
notes while prudently preparing their own. Thus, when knowledge is
a commisdity almost surreptitiously transacted under cover, W pro-
pound collaborative learning must sound confoundingly cray!

Enguiry outside the School

The spirit of enquiry has demonstrated some measure of conla-
gion vulside the Vishika classroom, Teachers hive gained conflidence
and have shown signs of protest against burcaucratic repression.
Indeed the manner in which some middle school teachers recently
withstood tremendous political pressure emanating directly from the
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Vidhan Sabha is a case in point. In last year's snnual (class V1)
examinstion, a question pertaining o the theory of probability re-
quired students 10 compute the chances of winning a game of “Satia”,
thus exemplifying that gambling is largely a losing proposition. A
political opportunist objected on the grounds that Vishika, by viriue
of its activity-based learning approach, wis corrupting children by
teaching them how 1o gamble and must therefure be packed up. An
ahsurd accusation, but once articulated behind the high portals of
power could portend seérious trouble, especially for the poor school
tedachers who had framed the question. However, in an wnusual act of
oconviction, they stuck to their stand, officially stating that this was o
mare effective way of combating the widespread problem of gambling
rather than the moral sermonising they are normally cxpected 1o do in
the classroom,

Whenever innowastion challenges cxisting hierarchics wilhin schooks,
let alone without, political problems inevitably arise. There is always
this fear that if curricula tend 10 look ot social realities oo critically,
teachers emerging from such a course would become, in the words of
aschool inspector, “active emissaries of misrule™. ™ Elaborating on the
notion of “curriculumas practice”, Young comments that educational
theory must lead o the transformation of ideas into action and cught
necessarily be rooted in the world of practice outside the confines of
school. He eloquently asserts that “if the educational experiences of
bath teachers and pupils is to become a realistic possibility of human
liberation, then this is going toinvolve many others who have no direct
involvement with the school, and much action by teachers and pupils
that would not be seen as either confined 1o school or, in conventional
terms, necessarily educational at all”,. =

A significant section of the Vishika cadre of tcachers has moved
out of the classroom; in collaboration with voluntary activisis or
“informal agents of change™™ it has now cngaged iisell in activities
related 1o broader societal issues, like environmental pollution or
health and medicine, besides organising popular science exhibitions,
quizes and Bal Melas. Indeed these activities have gained further
momentum by having been incorporsied into the agenda of the
People's Sclence Network, recently formed by voluntary groups from
different states of the country, Interaction with peers from dillerent
geographical regions would thus provide o wider exposure and lead (o
8 heightened sense of sell-awareness, essential for any meaningful
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restructuring of belief systems. Thus the new movement of “scionoe
activism™, using science almost as Freire treated “literacy™, has begun
1o mohilise the extensive network of teachers and children, who, if
meaningfully motivated, can act as potential agents of social change.
This envisioned marriage of innovation with activism can possibly
liberate school science and direct it in search ol a truly democratic
order.

The Vishika resource group is mesnwhile engrossed in a long-
standing debate about the future of the programme. To expand or not
to expand? - looms lirge ahead. Geographically (into more districts)?
Vertically (into higher levels of school)? Officially (as part of the
government's new statewide scheme)? Voluntarily (through a net-
work of voluntary groups)? -- the “dialectics™ of expansion continues
1o engage. Morcover, despite various past attempts, the inevitabie
guestion of “programme evaluation™ invariably emerpes. How must
Vishika be effectively cvaluated? By ourselves? By professiomal edu-
cational consultants? By the government bureaverians? By politicians?
By the teachers themselves? By the children, or the community @t
large? Can such evaluation ever be truly “objective™?

Indecd, curriculum evaluation is necessarily a political enterprise
and it i 1o naive 10 consider it a peutral activity. In House's words:

contrary 10 common belief, evaluation is not the ultimate arbiter,
delivered from our objectivity and accepled as final judgement.
Evaluation is always derived from biased origins. When someone
wanis (0 defend something or 10 attack something, he ofien
evaluates it Evaluation is a motivated behaviour, Likewise, the
way in which the results of an evaluation are accepted depends on
whether they help or hinder the person receiving them, Evalo-
ation is an integral part of the political processes of our society.”

Postscript

The above words proved (o be almost propheic, In the couple of
years alter this paper was first presented, Vishika has wilnessed many
evalustions driven by diverse motivations. Meanwhile, the resource
group had settled for suitable mechanisms for the expansion of the



School Science in Search of @ Democraiic Order? 271

programme Lo cover the entire state, after the Depariments of Educa-
lion and Science & Technology of the Government of India had
proposcd o support the plan. However, the BIP (Bharatiya Janata
Party), which was the ruling party in the stale at that time, decided 1o
overrule the Centre's evaluation and carried out its own “assessment”,
clearly trying 1o stall the Vishika expansion plan, while expanding and
consolidating its own right-wing educational network. ™ However, Bal
Vigyanik has now been translated into mriny different languages and
the programme is being taken cither formally or informally, imo
schools of different states of the country.
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