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Message from the Vice-Chancellor and Director, IIHEd
I was delighted to support the launch of the Comparative and Global Education Working Paper Series“Thinking Thursdays” from IIHEd in April 2018. The vision and mission of IIHEd is to promote research
in higher education and capacity building for research. Since its inception, IIHEd has hosted many
seminars, conferences and workshops. IIHEd faculty has already published three books and
conference proceeds.
This is the third time, we are publishing a Working Paper Series that brings forward work-in-progress
of some of senior, as well as young and promising researchers. The researchers delivered talks at
IIHEd during the “Thinking Thursdays” research seminar series, that hosted several researchers over
the past year and half. Through the Working Paper Series, we aim to disseminate their research work
for public knowledge and to generate future research collaborations.
Our University is young, but it has already created a record in terms of its commitment towards
research and teaching excellence. We were featured in BRICS QS rankings, as the youngest university
in India in international rankings and one of the top ten private Universities in India promoting public
service through our teaching and research excellence. O.P. Jindal Global University has been
awarded the highest DIAMOND RATING by QS I-Gauge at the launch of India's rst nationwide
higher education rating system in the presence of Shri Pranab Mukherjee, Former President of India
and Dr. Virender S. Chauhan, Chairman, NAAC. Last year our University has been ranked among the
top 450 universities in Asia in the QS Asian Universities rankings, which puts us in the top 3% in the
region that consists of more than 13,000 universities. O.P. Jindal Global University has also been
ranked as the youngest Indian University in the QS BRICS rankings. Recently, our University has been
also recognized by the Indian government as an Institution of Eminence. Recently, our University has
been also recognized by the Indian government as an Institution of Eminence. This is evidence of our
growing reputation for high quality teaching and research.
We are publishing now four working papers in the Volume 2 Issue 1 & 2 (January 2020). It is
encouraging to see our JGU faculty publishing their working papers along with senior international
scholars. Their research has serious implications for educational policy and practice. I hope that with
the publication of this issue of the Comparative and Global Education Working Paper Series by IIHEd,
other presenters and authors will be also inspired to submit their work in progress.

Professor (Dr.) C. Raj Kumar
Founding Vice-Chancellor, O.P. Jindal Global University and
Director, IIHEd

Editorial
Comparative Education is the application of the intellectual tools of history and the social sciences to
understanding international issues of education” – Erwin H. Epstein
“Global education is the term used internationally to describe a form of education which:
Ÿ

enables people to understand the links between their own lives and those of people throughout the
world

Ÿ

increases understanding of the economic, cultural, political and environmental influences which
shape our lives develops the skills, attitudes and values which enable people to work together to
bring about change and take control of their own lives

Ÿ

works towards achieving a more just and sustainable world in which power and resources are more
equitably shared.” – David Hicks

The Centre for Comparative and Global Education at O.P. Jindal Global University was inaugurated in
April 2017 under my leadership with the aim to promote comparative and international research in
education to inform educational policies and practices. I am personally grateful to the founding ViceChancellor and Director of the International Institute for Higher Education Research and Capacity
Building (IIHEd) at O.P. Jindal Global University, Prof. (Dr.) C. Raj Kumar for his encouragement and
support to help me establish this new centre for research under the umbrella of IIHEd. The faith and
freedom entrusted by him has helped me to garner resources and support from various sources to
institutionalize the work of the Centre over the past one year. The mission and vision of IIHEd is to
promote research in higher education and capacity building for research. Since its inauguration, the
Centre for Comparative and Global Education has hosted several noted national and international
“Thinking Thursdays” speakers, including a special international women's day panel of 8 March 2018.
The Centre also organized a major collaborative international research symposium during 11 -12
December 2017 to deliberate on some of the recent methodological and epistemological debates in the
eld. The Working Paper series is the Centre's attempt to share the knowledge shared by “Thinking
Thursdays” speakers more widely with a global audience by digitally archiving the work in progress of
these scholars to generate interest in the topics and future research collaborations.
I thank my colleagues at IIHEd, Prof. Deepak Maun and Ms. Nandita Koshal in providing editorial
assistance to put this issue together. I sincerely hope that the release of the Volume 2 Issue 1 & 2 of the
Working Paper series will usher new beginnings for research, collaboration, policy and practice!

Dr. Mousumi Mukherjee
Deputy Director & Associate Professor, IIHEd
Executive Director, Centre for Comparative and Global Education
O.P. Jindal Global University, India
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Fazal Rizvi is a Professor of Global Studies in Education at the University of Melbourne Australia, as we
well as an Emeritus Professor at the University of Illinois at Urbana-Champaign in the United States. He
has written extensively on issues of identity and culture in transnational contexts, globalization and
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Education in the Global: Selected Writings of Fazal Rizvi (Routledge 2014). Professor Rizvi is a Fellow of
the Australian Academy of the Social Sciences and a past Editor of the journal, Discourse: Studies in
Cultural Politics of Education, and past President of the Australian Association of Research in Education.

Since the beginning of the current century, Australian government and higher education
institutions (HEIs) have encouraged and supported initiatives that encourage Australian
researchers to collaborate with researchers throughout Asia, including India. The Australian
government has invested heavily into collaborative projects with Indian universities through
its Australia-India Strategic Research Fund (AISRF), while most Australian HEIs have also
funded their researchers to forge productive relationships with Indian researchers. While this
institutional commitment has clearly generated a great deal of activity in a diversity of elds,
by and large, it has failed to establish robust and sustainable research networks. In most of
the cases, as soon as the funding comes to an end, so does the collaboration. In this short
paper, I want to discuss some of the motivations underlying the Australian government and
HEIs' interest in promoting and supporting transnational research collaborations with Indian
universities, along with an attempt to understand the reasons for their limited success.
Of course, it is not only in Australia where the idea of transnational research collaboration has
become popular but HEIs around the world now profess its importance in an era of
globalization. At the broadest level, this interest is grounded in a number of key beliefs,
including the recognition that in a globally 'networked society' (Castells 1996), institutions and
communities need to collaborate with each other in the production, dissemination and
commercialization of new knowledge. Benkler (2006) has noted that digital information
technology now permits extensive forms of collaboration that have potentially transformative
consequences for economy and society. Generation of wealth and national economic
development are now assumed to be dependent on global networks, and on the capacity of
the institutions to cooperate across national borders (Rheingold 2010). The idea of 'Science
Diplomacy' (Rufni 2017) has emerged, suggesting that the creation of scientic kknowledge
now demands collaborations among nations if it to realize its potential to address common
problems such as climate change and global poverty.
Beyond these theoretical justications, from a national policy perspective, transnational
research collaboration has the potential to build trust, mutual regard, and understanding
across communities. It provides a useful mechanism for joint work to address contentious and
shared issues, and even mitigate the effects of emerging problems. Transnational research
collaboration enables data to be collected, consolidated, and compared, allowing new
generalizations to be made. Collaboration is also needed to ensure rapid transfer of
information and expertise in emergency situations. It permits access to knowledge being
developed in other parts of the world, potentially helpful in solving problems around local
issues concerned with security and community building. Transnational collaboration can also
assist in the efcient administration of overseas aid, and in capacity building in the lowincome countries.
From the perspective of HEIs, collaboration is a cost-effective way of supporting the
infrastructure needs of their researchers, especially in capital-intensive elds where an
institution's own capabilities may have gaps or lack adequate scale. In recent years,
collaboration has been viewed as a mechanism for benchmarking researcher outputs
(reference?) and in helping to determine which researchers are doing internationally
signicant work (reference?). It has also been used as a tool for enhancing international
reputation in the global ranking of universities (e.g. reference). Of course, transnational
collaboration can afford considerable benets to individuals as well, including access to
expertise, equipment, datasets, research subjects or environments that are not easily
accessed at the local level. It enhances the ability of individual researchers to engage with
global network of scholars, and to monitor and tap into knowledge being developed in other
parts of the world. It improves the prospect of attracting international funding streams, and of
publishing in high-impact journals, with the likelihood of greater citations.

Beyond these justications, the idea of transnational research collaborations in Australia has
an additional dimension. It involves attempts by the Australian HEIs to forge a new
understanding of internationalization of higher education, beyond its earlier understanding,
based largely, on the importance of student and staff mobility. Australian HEIs have
increasingly recognized that a focus on international student recruitment represents a very
narrow conception of internationalization and that they now need to imagine
internationalization more broadly, around the possibilities of transnational collaborations in
knowledge production, acquisition and utilization. This new understanding is based on the
realization (and need) of creating a new knowledge through conversations with the cultural
and academic traditions from where many of Australia's international students come. The
potential power of digital technologies to enable people to learn from each other beyond
national borders is also recognized. Since most of our serious problems are global in nature, it
is now widely acknowledged that they can only be solved through transnational
collaborations. Internationalization of higher education is thus now assumed to be best
achieved through global networks based on the principles of respect, reciprocity and shared
benets, rather than through market mechanisms.
Of course, as a British settler colony, Australian universities have a long tradition of
collaborations. But these collaborations have in the past mostly involved close links with
universities in the UK and USA. In recent years, however, Australia has increasingly
recognized the need to collaborate with Asian universities. This new conviction is grounded
partly in the shifting demography of university campuses in Australia, where almost half of the
students are of various Asian backgrounds. At the same time, Australia has, at last,
acknowledged its regional realities –its geographical location within the Indo-Pacic region.
Over the past decade, a number of major government reports, such as Australia in the Asia
Century (Henry 2012), and more recently, An India Economic Strategy to 2035: Navigating from
Potential to Delivery (Varghese 2018) have highlighted the urgent need for Australia to
develop closer links with countries across Asia, not only in trade and investment but also in
culture and education. Each of these reports has underscored the importance of Australian
students to develop a better understanding of Asia through, among other initiatives,
academic collaborations. In light of the rise of Asian economies and its systems of higher
education, Australian HEIs have also noted the potential of such collaborations in terms of the
co-production of knowledge, taking advantage of the investments that many Asian countries
are now making into the development of their own research infrastructure.
Against these rationales for research collaborations between Australian and Indian
universities, a whole array of initiatives has been attempted, in a diversity of disciplines,
driven by a variety of motivations. In 2012, a partial review conducted by the Australian
Education International (AEI) of existing links found over 380 collaborations, though a
majority of them focused on academic and student exchange. Jointly supervised Ph.D.
programs and joint degrees programs such as that offered by IITB-Monash Academy, as an
institutional collaboration between Monash University and IIT Bombay, have also been
established. Some of these involve university-industry partnerships. A much smaller number
has, however, consisted in joint research. The potential of collaborations has been recognized
to address the grand challenges of today, such as food and water security, environment,
health and energy, to both India and Australia. However, many of these research projects
remain short-lived as they are unable to sustain beyond the period for which they are funded.
Outputs from these projects, both in terms of publications and commercialization, have been
limited, especially when compared to the outputs from collaborations with North American
and British universities.

Of course, all attempts at collaboration across national borders face various obstacles.
These obstacles can be institutional or cultural. At the institutional level, contentions over
resources or capabilities can often be a source of major difculties, (reference?) as indeed
can be the inadequate support provided by government agencies (reference?). Bureaucratic
red-tape, such as complex and expensive visa regimes can inevitably frustrate researchers
keen on collaborations. As universities increasingly become interested in commercialization,
difcult and contentious issues relating to intellectual property and ownership arise. At the
cultural level, differing research and academic traditions can generate contrasting
expectations of researchers and institutions. Lack of understanding and interest and
inadequate familiarity with the relevant cultural traditions and language can also put strain
on research relationship, both at the stage of its development and through the course of
implementation.
In relation to India, there are additional challenges. Most Indian universities do not have
robust research traditions, as they were established primarily as teaching institutions. With
some notable exceptions, such as O.P. Jindal Global University and Ashoka University, most
of the newer private universities in India do not have a strong commitment to research. This
inevitably means that Australian universities interested in forging links with India approach
the same established universities such as the IITs, which are overburdened with requests for
collaboration from leading universities around the world. Research infrastructure in most
Indian universities remains limited, making reciprocity difcult to achieve. At the same time,
most Australian universities nd administrative requirements for the development of joint
research projects in India difcult to negotiate. While they nd individual researchers to be
enthusiastic, institutional commitment is often difcult to pin down, as indeed is any clear
statement on priorities, plans and budgets. On the other hand, Indian universities are
understandably weary of the perceptions of asymmetries of power and knowledge, grounded
in colonial and neo-colonial histories, and reinforced by skewed patterns of funding and
misunderstandings over motivation.
Perhaps the most serious of the challenges encountered in forging research partnerships
between Indian and Australian universities relates to the differences in cultural and
academic expectations. In India, for example, things move much slowly than they do in
Australia. In their haste to achieve quick outcomes, Australian researchers often
underestimate the time it takes to establish a strong and reliable relationship, as well as the
effort required to sustain them. Often arrangements collapse because insufcient amount of
time is allocated for the logistics to be worked out. While sustainable collaborations take time
to yield results, the audit culture that now dominates Australian higher education is
unforgiving of slow progress. It demands regular justication on investment, and when this is
not provided, on-going support for projects is jeopardised, often putting in doubt their ongoing sustainability. And yet, the development of long-term relationships is neither always
quantiable, nor can it easily meet the time-bound key performance indicators that
institutions often set as a condition for support. These difculties are compounded since the
Australian universities are now deeply concerned about research ethics and risk
management. Media perceptions of safety and security in India exaggerate these concerns.
The challenges facing research collaborations between Indian and Australian universities
thus involve a major dilemma: on the one hand, there is a growing interest in such
collaborations, while, on the other hand, growing levels of bureaucratization and
corporatization in both Australian and Indian systems of higher education make it difcult to
establish robust, mutually benecial and sustainable research relationships.

Despite these challenges, Australian researchers continue to reach out to Indian universities.
For them to be successful, however, they need additional support, which in turn requires both
Australian and Indian universities to engage in new thinking about institutional
collaborations (Rizvi, Gorur & Reyes 2012). This demands ensuring greater clarity over and
synthesis of the purposes, responsibilities and rewards being sought by each party. Honest
discussions are needed on how the collaborating institutions might negotiate competing
interests and goals and how success might be judged and when. A greater appreciation of
the contrasting histories of academic traditions in the two countries is also needed in order to
avoid perceptions of neo-colonial exploitation. Indian and Australian universities have
signicantly different organizational cultures, particular in relation to student-staff relations
and the demands and rewards of academic work. While major changes are taking place in
India, making it one of the most dynamic countries in the world, however, many cultural
traditions still persist. Australian academics need to appreciate this basic fact and
accommodate their expectations and communications accordingly.
The academics who are in the best position to do this are the members of the growing Indian
diaspora who now work in Australian universities, many of whom were at least partly
educated in India and are ,therefore, familiar with its cultural and academic traditions.
Australian Census data shows that Indian-Australians are becoming an increasingly
signicant part of the Australian researcher population. In 2016, almost 25% of the overseasborn researchers in Australia came from India (Rizvi, Louie & Evans 2016). Although many of
the Indian diaspora may of course not want to view themselves as cultural mediators (Ang,
Tambiah & Mar 2013), others are keen to initiate, develop, and maintain links with Indian
universities. They can perform an important role in negotiating the cultural and academic
differences that might exist between the two countries. Diaspora scholars are often also
inclined to keen on working together with their counterparts in their home countries, not least
because it is in these collaborations that they can best utilize their cultural and linguistic
capital. The capabilities associated with diverse cultural and linguistic backgrounds are
,thus, an important ingredient in the facilitation of transnational collaboration, which
universities can ill afford to overlook. Indeed, if we closely examine the examples of
successful collaborations between Indian and Australian universities, the role of diaspora
scholars in negotiating and sustaining them has invariably been crucial. We need to build on
this success.
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Abstract
This paper presents an overview of the current status of existing Teaching Chinese as a
Foreign Language (TCFL) programmes in India. It discusses the current international context
surrounding growing interest in Chinese language instruction in India by both the Chinese
and Indian governments. It presents several common errors Indian students of Chinese
language make, particularly with regards to pronunciation and character recognition, and
proposes some possible classroom techniques to mitigate them. Lastly, the paper discusses
the risk foreign professors run of violating intercultural taboos while teaching Chinese in
India, particularly in relation to religious norms.
Introduction
Education of Chinese language as a foreign language in India rst began to develop
systematically when the Cheena Bhavana of Visva-Bharati University was founded by the
poet and educator Rabindranath Tagore in 1937. However, the outbreak of the Sino-Indian
War in 1962, led to long stagnation phase in Chinese language teaching and learning in
India. . Only in recent years have the educational leaders in both India and People's Republic
of China begun to resume sustained pedagogical interactions. Despite, periodic tense
bilateral relations between India and China the Chinese government has begun to expand its
support for Chinese language instruction in India under the aegis of its Confucius Institutes
program. For its part, Taiwan (formally known as the Republic of China) has been actively
supporting Chinese language instruction in India, having sent Chinese language teachers to
India since 2011.
Currently, there are eight Taiwan Education Centers in India, two Confucius Institutes and two
Confucius Classrooms, eight homegrown Chinese departments in Indian universities
(offering over 20 courses), and a small number of private teaching centers that offer Chinese.
In 2019, it was estimated by Chinese Embassy that the total number of Chinese language
learners in India has reached over 20,000. However, the pedagogy of Chinese language
instruction in India remains understudied. In particular, there have been few studies of how
the main Indian language in northern India—Hindi—differs from Chinese, and how this offers
both opportunities and potential pitfalls for Chinese language instructors based in India. In
the rest of this brieng note, I will showcase current research on Chinese language instruction
in India and supplement it with my own personal experiences over the past several years. In
particular, I will focus on the external environment problems, internal acquisition errors and
intercultural issues.

Teaching in the Midst of a Complicated International Situation
Teaching Chinese as a Foreign Language (TCFL) has been employed as a soft power tool by
both the Taiwanese and Chinese governments for years.1 Therefore, its development in target
countries is highly relevant to both the educational and foreign policies of both Taiwan and
China. With the rise of China's economy and military strength, TCFL is also gaining greater
acceptance and popularity in many countries. India, however, is an exception. Because of the
ongoing territory disputes between the two great powers (which came perilously close to an
armed confrontation during the Doklam standoff in 2017), the scale of TCFL as an industry in
India has not expanded as quickly as it has in North America or Europe. Still, both the
Taiwanese and Chinese governments have increased their attention to Chinese language
instruction in India in recent years.

In 2013, the Ministry of Education (MOE) in Taiwan launched the 8-year Exporting Mandarin
Chinese Overseas Project, aimed at expanding the Chinese learning market, increasing the
number of Chinese learners, and improving the brand of Taiwan in TCFL activities. According
to the New Southbound Policy, announced by President Tsai Ing-wen in 2016, TCFL is also
viewed as a connection to the higher education or academic institutions in the target countries.2
TCFL is also seen as a national priority because of its soft power implications by the Chinese
government. Therefore, the Confucius Institutes, providing Chinese language and cultural
courses abroad, have been widely established and funded by the Chinese government since
2004. Changchun Li, a former member of the Politburo Standing Committee, explained in a
2011 speech that, “The Confucius Institute is an appealing brand for expanding our culture
abroad. It has made an important contribution toward improving our soft power. The
'Confucius' brand has a natural attractiveness. Using the excuse of teaching Chinese
language, everything looks reasonable and logical.” Previously, Changchun Li had
commented in 2009, “that Confucius Institutes are an important part of China's overseas
propaganda set-up.” So far, there are approximately 525 Confucius Institutes worldwide,
across almost all continents—118 in Asia, 54 in Africa, 161 in the Americas, 173 in Europe, and
19 in Oceania.3 However, there are only two Confucius institutes in India, which is home to 1.3
billion people, and most private Chinese language learning institutes and universities with
departments of Chinese language studying are taught by non-native speakers.4
There are several factors that explain the relative paucity of TCFL in India. Teaching Chinese
as a foreign language in a modern context was established by University of Calcutta in 1918,
but not until Rabindranath Tagore founded Cheena Bhavana of Visva-Bharati in 1937 did the
related research, such as ancient Chinese philosophy and the comparison of Indian and
Chinese religions, start to ourish. However, the outbreak of the Sino-Indian War in 1962
stopped the development. Indian public opinion turned hostile toward Cheena Bhavana of
Visva-Bharati; many courses were canceled, and the number of scholars on staff
decreased.This directly affected the importation of teaching materials and the quality of
research. The Chinese schools in Kolkata were also shut down due to a drop in student
enrollment. As the relationship between China and India gradually eased, and the Chinese
economy grew signicantly, the Chinese learning population in India started to expand in the
late 1980s.5 But even the increase of the number of students did not have the Indian government
open the market for the Mandarin Chinese native speakers from China due to the subtle
relationship between two countries.
At the present, India has two Confucius Institutes: one located at Mumbai University and the
other at VIT University in Vellore (Tamil Nadu). While Beijing has repeatedly expressed a
desire to open more Confucius Institutes in India, the Indian government has been reluctant to
6
authorize them thus far. India is also home to two Chinese Language Studying and Training
Centers that are directly supported by the Chinese government- one was opened at Lovely
Professional University in Phagwara (Punjab) in December 2018, and the other is due to begin
operating soon at O.P. Jindal Global University in Sonipat (Haryana). It is unclear why the
Chinese government has created this new category of “Chinese Language Studying and
Training Centers,” but some scholars, noting that the new centers seem to be opening only in
politically sensitive target countries, suggest it may be a way of avoiding the notoriety the
“Confucius Institute” brand has attracted in some parts of the globe.7
To meet the enormous demand for Chinese language teachers without opening the door to the
Chinese state, the Indian government has instead turned to Taiwan for assistance. In 2011,
Kapil Sibal, India's Minister of Human Resources, requested Taiwan's Education Minister Wu
8
Ching-ji to send 10,000 Chinese language teachers to India. However, this scale has thus far
not proved achievable due to a lack of funding on both sides. Up until now, National Tsing Hua
University has only established 8 Taiwan Education Centers in India, with the backing of the
9
Ministry of Education and Ministry of Foreign Affairs of Taiwan.

Apart from the governmental organizations, there are 20 Chinese language courses and 8
Chinese language-related departments in Indian universities. According to a statistic
provided by the Chinese Embassy in 2018, there are around 20,000 Chinese language
10
learners overall in India. But most courses are not taught by native speakers--92% of the
Indian college students receive instruction from non-native speakers (Sharma, 2013). This is
not because of the preference of Indian learners, but rather a reection of the lack of foreign
Chinese language instructors in India. On top of Indians who seek to study Chinese in India, it
is worth recalling that recent data shows that there are over 20,000 Indian students studying in
China and Taiwan; while most are pursuing degrees in technical elds such as pharmacy, the
number of Indians learning Chinese abroad is increasing.11
Even if India and China improve their bilateral relations, TCFL as an industry in India will still
be limited by the political factors. How to learn from one other's advantages and retain each
state's individuality without harming the relationship between the two countries will be an
inevitable issue for the Indian government whenever interacting with China. In addition to
absorbing the relevant knowledge of language and language teaching, language instructors
should also be sensitive to the realities of current international politics. This will not only enable
instructors to know how to interact with the government of the country they reside in, but also
contribute to the development of their careers.
Common Challenges in the Classroom: Students' Acquisition Errors
In addition to a tricky international context, Chinese language teachers in India also face
challenges in their classrooms. One recurring issues has to do with students' learning
difculties.
1. Common Acquisition Errors by Students
Hindi, the language spoken by over 70% of Indians, is the dominant language in north India. It
is a standardized and Sanskritised register of the Hindustani language. Chinese Mandarin is
a Sino-Tibetan language, basied on Beijing dialect. Its syllables are generally composed of
initials, nals and tones. Through the comparative study of Hindi and Chinese Mandarin, we
can gure out the source of many common errors Indian learners of Chinese exhibit.
I) Common Pronunciation Errors of Native Hindi Speakers
12
There are 13 vowels and 40 consonants in Hindi, without stress or tone. Among the Hindi
consonants, voiced and voiceless stop consonants, voiced and voiceless affricate
consonants as well as tap all have corresponding aspirations, which directly differentiate
the meanings. In contrast, there are 22 initials in Mandarin, including 21 consonants and
zero vowels. There are 39 vowels in Chinese Mandarin, 10 vowels, 13 vowels and 16 vowels.
Tone is attached to every syllables, and it also differentiates the meaning.
For Indian students, the easiest sounds to learn in Mandarin are the ones which also exist in
Hindi, and the hardest ones to learn are those which do not. When students are unable to
pronounce a sound which does not exist in Hindi, they tend to replace it with similar sounds
from Hindi or even English. The following charts show the most consonants and vowels
pronunciation errors made by the Hindi speaking students (Chart 1 and 2).

Chart 1
Consonant

Average Error Ratio

Errors & Error Ratio

q[ʨ']

68%

[ʨ]7% [tʂ]28% [ʧ]33%

zh[tʂ]

63%

[ʦ]10％ [ʧ]12% [ʨ]13 [ʧ']28％

x[ɕ]

57%

[ʃ]32% [s]15% [ʧ']10%

p[p']

55%

[b']5% [b]10% [p]40%

c[ts']

52.5%

[ʂ]10% [tʂ']15% [s]17.5%

ch[tʂ']

52%

[ʧ']15％ [ʦ]17％ [ʧ]20％

sh[ʂ ]

50%

[s]17% [ʃ]33%

j[ʨ]

47%

[ʤ]5% [ʦ]7% [ʧ]35%

r[ʐ]

40%

[r]8% [ɽ]32%

z[ts]

32%

[ʧ]8% [ʨ]12% [tʂ]12%

t[t']

31%

[ʈ']1% [t]30%

k[k']

23%

[x]3% [c']3% [k]17%

f[f]

22%

[ɸ]6% [v]6% [p']10%

s[s]

20%

[ʃ]3% [ʂ]17%

b[p]

9%

[b]3% [t]6%

d[t]

7.5%

[t']7.5%

h[x]

7%

[k]7%

The common consonant errors made by students are apical-dental affricates (z[ts]/ c[ts']),
retroex (zh[tʂ]/ ch[tʂ']/ sh[ʂ ]/ r[ʐ]) and alveolo-palatal (j[ʨ]/ q[ʨ']/ x[ɕ]), because these
pronunciations do not exist in Hindi. In addition, there is no voiced consonants in Mandarin,
hence students often mistaken the voiceless bilabial stops (p[p']) with the voiced ones.
Chart 2
Vowel

Average Error Ratio

Errors & Error Ratio

sì[y]

92%

[u]75% [Y]17%

o[uo]

82%

[o]82%

ɑ[A]

63%

[ɑ]63%

[ɿ] & [ʅ]

56%

[i]56%

iong[yŋ]

42%

[uŋ]42%

üe[yɛ]

39%

[uɛ] 39%

e[ɤ]

34%

[e]34%

ui[uei]

30%

[u]+[ei]30%

an[ɑn]

23%

[ɑŋ]23%

ing[iŋ]

21%

in[in]21%

ao[ɑu]

12%

[ɔ]12%

h[x]

7%

[k]7%

In terms of vowels, what bothers students the most is ì[y], [ɿ] and [ʅ], since they do not appear in
Hindi. The other errors are usually related to a misreading of the transcription.
Moreover, the tone system, which is completely strange for Hindi speakers, is also difcult for
Indian students to master. The instructors have to keep these common errors in mind,
correcting students at the right moment, especially during the initial stages of learning. The
frustration of being unable to communicate in an actual context can sometimes reduce
students' willingness to learn afterwards. For adults, who are likely to be very much in the grip
of their native language, the instructors should show the place and manners of articulation via
multiple media, along with the practice of ow of speech and listening. I have tried to enhance
my color of lipstick in the primary class, and exaggerated facial features, making it easier for
students to observe the way I pronounced and then imitate.
II) Difculties with Character Recognition

Hindi, written in the Devanagari script, is an alphabetic writing, hence the character is
inseparable from the sound, which forms the meaning. Yet Chinese characters, which are
composed of stroke-formed radicals, display the sound and meaning simultaneously.
Therefore, the reader has to be equipped with a knowledge of vocabulary, the sounds of the
13
radicals, as well as the process of radical composition to process the script. For many Hindispeaking learners who are already used to being able to process a script aurally, reading with
Chinese characters can be a very painful task which may even shatter their condence during
the early stages of learning. In the initial stage of Chinese character teaching, I added the
pronunciation and meaning teaching of the radicals. Therefore, after accumulating a certain
degree of Chinese character knowledge, students can guess the pronunciation or meaning of
a character.

Difculties with Teaching Across Cultures – The Example of Religious Taboos
In addition to the difculties associated with teaching the purely linguistic aspects of a
language, native Chinese language instructors in India also face difculties with intercultural
interactions. These may initially seem like a challenge, but ultimately can serve as a good
lesson for the teacher and the taught.
I had such an experience during my rst semester teaching at O.P. Jindal Global University. I
showed my students a picture of raw meat to teach a character “肉”, which means esh or
meat in Mandarin (see Picture 1). Instead of repeating the character after me, a student
instead covered up her eyes with both hands, expressing her strong discomfort at seeing the
picture. I had used the picture as a part of my teaching materials at least twice in Taiwan and
Thailand, and had never received any complaints until attempting to use it in an Indian
classroom. Other Chinese language instructors in India have since reported similar cases to
me. To avoid potentially offending the dietary taboos present in parts of India, some
instructors use cartoons or icons instead of pictures of real food to indicate animal protein
(Picture 2).

It is better to err on the side of caution when dealing with potential intercultural taboos. Last
January, I wrote an email to a colleague teaching Chinese at Jamia Millia Islamia University
(JMI), a predominantly Muslim institution, warning her to be careful about advertising Chinese
New Year celebrations based on the Year of the Pig. The pig, the last animal on the Chinese
zodiac calendar, is viewed as unclean and unt to consume by many practicing Muslims.
Earlier this year, the BBC reported several stories on how Chinese living in Muslim-majority
societies attempt to celebrate the Year of Pig without provoking a backlash.14 However, my
colleague subsequently reported that there had been no major issues regarding the Year of
the Pig on her campus and her students had been ne with depictions of the pig being.
Although controversy was avoided in that particular instance, Chinese language instructors in
India should still be aware of the importance of doing advance research into their students'
cultural background. It is one of the most important ways to avoid the potential conicts with
the students.

Summary
In an ever-changing international society, the role of a foreign language instructor is no longer
limited to simply teaching a given language, but now also includes serving as a bridge
between countries. In addition to constantly enriching the knowledge related to linguistics and
education, an instructor must also understand and respect the culture of the place of residence
and keep abreast of changes in international relations in order to resolve the cultural conict
that may occur, or even directly avoid its occurrence.
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Introduction
While humanism has been important in Islamic thinking, Buddhist and Confucian traditions, it
remains common for philosophers and historians of western education to trace the humanist
impulse in education back to the thinking and pedagogies of those great names of ancient
Greece such as Plato and Aristotle. Humanism continued to animate educational thought and
practice through the Renaissance and up to the point at which it, arguably, reached its zenith
during the Enlightenment. But to discuss the existence, or the role, of humanism in these varying
times and places, is not to speak of one monolithic construct. Rather, it is more accurate to
mention a history of humanisms, in the plural. On accepting this, an important question
emerges: if the humanism of Rousseau was about eliciting the greatness that lies within each
child, and the humanism of Martin Buber about an existential relationship between the self and
other, and the humanism of the critical pedagogues about the transformation of structures in
society, and if these are markedly different things, can we even talk of humanism as at all?
I would like to suggest that whatever particular forms humanism has taken in its connection
with varying historical, geographical and cultural moments, each humanism has in some way
been an ethico-political impulse for a better world. This ethical and political impulse has not
always manifested in the same way. It has responded to each context in different ways and this
includes responding to certain historical conditions in ways which distort its ethico-political
intent. Thus, humanism driven by a certain kind of ethical and political impulse does not
guarantee that human ourishing will not be distorted, or humanism as a moral force
exploited.
And yet, I want to suggest that, in relation to education, humanisms have existed as important
moral foundations and resources. However, after the apex of the Enlightenment, over time,
humanism found itself falling out of favour. In such a short paper, I will focus on just one line of
criticism – that of postcolonialism. I will then situate my enduring interest in the possible future of
humanism within the context of the market logics that affect much of contemporary education.
In making the argument that humanism should not be too easily dismissed, I will provide an alltoo-brief comment on possible implications of the work of Gayatri Chakravorty Spivak.

Critiques of humanism
By the second half of the twentieth century, for a variety of reasons, humanism as a construct
came under question.
While the reasons may vary, it could be argued that despite the particularities of criticism from
different scholarly disciplines and political positions, challenges to humanism since the
twentieth century have shared something in common. It seems to me that critiques of humanism
over the past four decades have tended to take aim at a particular version of Western
Enlightenment humanism and its notion of (and way of conceiving) the human subject. Thus,
despite the varying foci of anti-humanist thinkers, it can be argued that the humanist subject is
at the heart of all critiques. Indeed, this is afrmed by Avtar Brah (1996) when she notes the
different political and disciplinary concerns that inform critiques of the humanist conception of
the subject. She writes that 'In the post-World War II period the projects of post-structuralism,
feminism, anti-colonialism, anti-imperialism, and anti-racism have all, in one form or another,
taken serious issue with the universalizing truth claims of grand narratives of history which
place the European “Man” at its centre' (pp.119-120). Thus, while the human subject is a
problem, the primary reasons for this problem vary for the feminist critic on the one hand and,
for example, the literary theorist on the other.

Postcolonial challenge
Postcolonial critics of humanism tend to agree with much of the kind of critical scholarship I
have briey mentioned thus far. But the particularly postcolonial element of critique brings with
it a far greater sensitivity to issues of how geography and culture have intersected with history.
What becomes apparent, then, is that the object of critique is not any old humanism but the
humanism of the Enlightenment. Of course, this is for good reason. Enlightenment humanism
not only represents, arguably, the most arrogant position in regards to its vision of the triumph
of man, it is also the humanism that accompanied European colonial endeavours.
As such, the notion of the human within this particular manifestation of humanism was of a
white, “civilized”, educated male. And it is this that lies at the heart of the kind of humanistinspired education that travelled to colonies such as the British colony of India.
This humanism, according to critics such as Frantz Fanon, 'commits murder in every corner of
the globe' (Fanon, 2001, p.251). This murder is, of course, literal, but it also speaks of cultural
and epistemological violence.
The postcolonial challenge to humanism functions, therefore, at both a conceptual and
historical, or empirical, level. Put another way, I have argued throughout my work that a
distinctiveness of postcolonial criticism is that it prioritizes the lived experience of those on the
wrong side of justice over abstract theorizations. Postcolonial theory, then, should be a theory
that emerges from the lived experience of the colonized, the marginalized.
And, as I will argue shortly in relation to the work of Gayatri Spivak, this primary concern for
lived experience is a signicant factor in why I will suggest that the possibility of humanism
remains open.

Contemporary education and the market
Based on the above critiques, it might seem that there is no reason to even consider the future of
humanism. But before reading humanism its last rites, I want to make a brief excursus into the
contemporary condition of the world of education. And I wish to do this for a few reasons. Firstly,
my interest in humanism is in connection to education. Therefore, I want to understand if, how
and why humanism might have a place in contemporary education. Second, if my claim about
the primacy of lived experience in postcolonial scholarship has any merit, then I would like to
proceed with some consideration of the sociology of contemporary education. Finally, while indepth engagement is beyond the scope of this short paper, Spivak herself has a signicant
interest in globalization and, as she puts it, the nancialization of the globe as a condition of
the postcolonial world (Spivak, 2012).
It is no secret that, since the 1980s, there has been consistent and rapid opening up of economic
markets. State institutions and services have been privatized. Trade borders have been
opened. Of course, we are currently experiencing something of a reaction to this phenomenon
in the election of Trump, the Brexit vote, and other ongoing effects of the post-2008 economic
crisis. Despite the global politics playing out in this very moment, it is important to note that
market principles of competition, efciency, accountability, for example, have endured. Indeed,
market logic has become the norm.
Education as a public good has, rather rapidly, been transformed into a private commodity
(Tilak, 2008). Bound up in a neoliberal rationality, all aspects of education from policy to
pedagogy from elementary to university, from India to China to the USA, nds itself within this
new marketized system.

One result of this marketization is the rise in expensive, and therefore elite, private schools. In
places like India, these new schools compete with the older schools established under British
colonial rule (Rizvi, 2014). Recently, I was taking the road from Dehradun airport to Mussoorie. I
had not been to Mussoorie, or India, for over ten years. I was struck by the sheer number of signs
along the road advertising private international schools. Then, just a few weeks ago, I was
again in India, this time taking the long drive from Coimbatore to Ooty. I witnessed the same
phenomenon. In part, it is a sign of the growing middle classes in India, but we also know that
this kind of elite education reproduces social disadvantage and, as scholars will argue, widens
the gap between the privileged and underprivileged (Nambissan, 2010).
But, one may also wish to point out, and India is a prime example of this, that private institutions
have played a role in increasing the quality of education in systems where governments have
been unable to do so. This may be true and my own view is that we should continue to look for
ways to utilize the inevitable growth of private education providers to contribute to the public
good. My argument here, though, is that this will require an intervention in the marketized
system. This intervention, perhaps, could be a humanist one.

Education and the moral limits of the market?
Michael Sandel suggests that 'certain moral and civic goods are diminished or corrupted if
bought and sold for money' (2000, p.94). Education, he argues, is one of these civic goods that
becomes something other than that it is not supposed to be when it is conformed to market
principles and processes.
Education in our market society has become driven by accountability regimes which seek to
control what is taught and how it is taught. It has become obsessed with high-stakes testing in a
globally competitive environment in which a nation or system's place on a league table is more
important than the experience that is taking place within the classroom. All of this competition,
that is heavily data-driven, leads to cheating (Visentin, 2015), and asking teachers to change
grades to ensure a child gets into college. And schooling policy is increasingly focused on
productivity, and educating for the 21st century workforce.
If within the idea of education as a public good, students and teachers are constituted as
political beings, they are now being transformed into economic units of value (Brown, 2015).
Left to the whims of the market, this should come as no surprise. So the question becomes, what
animates education? If humanism has had this power in the past, to act as an ethico-political
impulse, what has taken its place? Despite the challenges it has faced, is it not just possible but
also desirable to imagine a new humanism?

Does humanism have a future?
Answering this from the perspective of postcolonial theory, many might assume the answer is
“no”. In fact, before very briey mentioning some implications from the work of Gayatri Spivak,
I should note that I doubt we will see her call for the reimagining of humanism. Nevertheless, I
see a humanist element pervading her scholarship, motivated by her postcolonial sensibility.
Two aspects of Spivak's work are, I believe, central to seeing her work as being animated by a
humanist spirit.
Firstly, her method. Her deconstruction functions to keep open possibilities and to allow for
strategic uses of the very things that dominate, to uncover and work against their domination
from within. In this way, her deconstruction is clearly a political method.

In possibly her most famous essay, Can the Subaltern Speak? (2015), Spivak takes Deleuze and
Foucault to task for, perhaps unwittingly, preserving the Western subject by insisting on the
subaltern's self-representation. And so, it is from here that she explores the silence and
unrepresentability of the subaltern woman. Some have worried about the dire prescription, the
hopelessness and the lack of agency that this suggests. But for Spivak, self-representation
requires the death of the self, as any such representation is only possible for those outside of
subalternity.
This ambivalent deconstructive conclusion of Spivak's leaves open, however, the possibility for
what she refers to as strategic essentialism. In short, I see this functioning in Can the Subaltern
Speak, by using the term subaltern not only as an ontological category but as a perspective
with which one engages politically. It is the use of a dominant, colonizing condition to uncover
such dominance from the inside. By understanding subaltern as a perspective, the commitment
to justice for the subaltern becomes pronounced.
And this is the second point. Spivak's work is consistently concerned with the lived lives of those
on the wrong side of justice. However dense and theoretical her work may be, however textual
her position as a professor of comparative literature demands her to be, Spivak is focused on
the lives of the oppressed.
What these two things amount to is both a refusal to embrace, as well as a refusal to completely
repudiate, the effects of Western colonialism. Spivak cannot be considered a humanist for such
a designation would require her to become complicit with Eurocentrism in a way that would see
her betray those who have been most hurt by it. However, she does not completely give up on the
promises of humanism, as a universal call of justice. To do so would also be at the expense of
the subaltern. Instead, she occupies the ambivalent space of deconstructive critique. A space in
which the question of humanism must remain open.

Conclusion
The current moment is one in which educations systems are increasingly being conformed to
the logics and demands of the market. This means that not only is there a shift from education
as a public good to a private service, but that even public state education is conditioned by
market principles. At a structural level, there are possibilities for private educational institutions
to raise the quality of education in the places where it is most needed. But it has also been noted
that private education perpetuates the distinction between the privileged and underprivileged.
Whatever one may wish, the marketized conditions of contemporary education are unlikely to
go away. Therefore, interventions within the dominant system may be the only way to address
the ethical and political problems that emerge for those on the wrong side of justice. In this
paper, I have sketched an argument for keeping the possibility of a renewed humanism alive,
as an ethico-political intervention into a system of education that has arguably been distorted
by the logics of the market.
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Abstract
The purpose of this essay is to explore the (im)possibility of achieving two important but, seemingly,
contradictory goals of 'efciency' and 'equity' in higher education through the case of student loans
market. Here, 'efciency' is dened in terms of internal efciency in economics i.e. as producing the
right bundle of outputs given the needs and wants of stakeholders, and then minimizing production
cost for the given bundle (Massy, 2004:13). Broadly, the concern for equity invokes the question whether
the current higher education system meets society's requirements for justice such as equality of
opportunities across social categories (Johnstone, 2004).
The efciency-equity trade off
To promote efciency in higher education, two sets of related but distinct policy prescriptions have
informed and shaped the current education policy reforms in many countries including India. The rst
set of policy prescriptions seeks to see the world in the image of a neo-liberal market model (Marginson,
2012) and higher education sector is no exception. Thereby, encouragement to the private sector,
introduction of tuition fee, push towards cost-sharing by the students/parents, reduction of public
expenditure in higher education, are some of the steps towards the so-called marketisation of higher
education (Levidow, 2002, Teixeira et al., 2004). The second set of policy prescriptions, often referred to
as the New Public Management (NPM), mandates the universities to behave business-like and
encourages 'private sector' management techniques in higher education (Marginson, 2012) . Both these
set of market-based, policy prescriptions are produced, circulated and reproduced by the dominant
policy discourses and practices in the name of encouraging efciency in higher education. The claimed
results are-better match between the set of student/parent preferences and the provisioning of higher
education, as well as, cost effectiveness. Notwithstanding, markets in higher education are neither
theoretically tenable nor practically possible (Teixeira et al., 2004, Marginson, 2014). In this essay, the
emphasis is on the lack of concern for distributive justice inherent in the market logic.
It is now a well-established notion that, among other set of market failures, market may fail to allocate
goods and services in the interest of the larger society. If universities are pushed to generate their own
revenues and be cost effective, they might, advertently or inadvertently, focus upon fee-paying
students, promote commercial courses and summer programmes, and become more enterprising. In
the process, the larger social goals of higher education such as ensuring equity, encouraging social
mobility or for that matter producing organic intellectuals, might be compromised. Therefore,
theoretically speaking, one hits a typical catch-22 situation in higher education. Government failure,
inefciency, bureaucratic hurdles and corruption leads one to explore the market-based policy
interventions in higher education,however, marketisation in higher education may lead to a neglect of
equity concern, which paves way for government regulation in higher education.
Of course, in the real world, instead of sharp dichotomies between public and private provisioning and
nancing of higher education, there exists a set of convex combinations of public and private
provisioning and management. Thus, on the one hand, instead of a full-edged market, only a quasimarket in higher education is encouraged. On the other hand, various government regulations
mandate all universities including the private ones, to adhere to some afrmative policies or the other.
The ultimate objective is to strike a balance between economic imperatives and distributive justice,
between efciency and equity. In this context, I explore the case of student loans, or at least a variant of
it, in higher education, which is argued to strike a balance between these seemingly irreconcilable
objectives (Chapman, 2014, 2016).

Possibility of reconciliation? The case of student loans
The proposition of student loans in higher education is a move towards cost sharing
governmental policies (Johnstone, 2004). Cost sharing in higher education entails that near
exclusive reliance on public expenditure or tax-payers money should be curtailed, and, some
portion of the cost of education should be shared by students and parents. When students and
parents pay out of their pocket or through some student loan, they feel the pinch of parting
away with the money , and therefore, will have all the incentives to push the universities to
deliver them the best 'quality' higher education service. While quality in higher education can
be variedly dened, in the market framework, 'quality' fullls 'value for money' and 'tness of
purpose' criteria for the students and the parents (Harvey and Green, 1993).

When universities are no longer exclusively funded by public expenditure and t are
increasingly relying on the tuition fee paid by the students and the parents, they are bound to
address their likes and dislikes. This would include not only academic matters but also
student living conditions and provisioning of other infrastructure. Access to student loans,
thereby, solves the misaligned-incentive problem in higher education whereby, university
revenue is now directly dependent on loan-backed tuition fee payment by the students and the
parents, rather than on the government's resources.
Given the paucity of public expenditure and the direct relationship between expenditure and
university quality (Winston, 1999), a country's higher education system can afford only a few
good quality public universities. For instance, relative to the size of the relevant cohort in
higher education, India has very few high-quality university level institutions such as the IITs,
the IIMs, the Central Universities etc. These institutions, thereby, are bound to be exclusive and
indeed, highly selective. If university cost is borne by students and parents via student loans,
the emergence of a number of higher educational institutions, especially, private ones can be
expected to reduce selectivity in higher education, and thereby improve access, as well as,
equity in the sector. Thus, a student who might have been rejected in a highly selective,
publicly funded universities system, will get an opportunity to study in a privately funded
university where the tuition-fees is paid via student loan, thus resulting in greater equity. To
make this policy, a bit more inclusionary and to provide a safety net against a high repayment
burden (in case the concerned student gets a job with low salary), the idea of income
contingent loan is proposed (Chapman, 2014, 2016). In income contingent loan, unlike
mortgage style loans, the monthly repayments to the bank is pegged to the borrower's income,
family size, and total amount borrowed, among other factors (Gayardon, 2018). The ultimate
guarantor of the income contingent loan is the government. The government automatically
forgives outstanding balances once the payment period is over: this is called the “hidden
grant” (Gayardon, 2018: 18).

Student loans in the international context: Reality check
Variants of income contingent loan have been adapted and implemented in many countries.
In 1989, Australia adapted the Higher Education Contribution Scheme (HECS), now referred
to as the Higher Education Loan Program (HELP). The United Kingdom has an on-going
student loan scheme with income contingent elements. New Zealand adapted its students
loan scheme in the year 1992 where the repayments from the borrowers from New Zealand are
income contingent. Apart from these countries, Ethiopia, Hungary, South Africa and South
Korea have also implemented the income contingent loan scheme. In most of these countries,
the loan system relies on the tax infrastructure, to automatically deduct the monthly
repayment amount from the debtor's account.
In the recent past, the income contingent loan schemes have been suffering from the issue of
poor-sustainability in many countries. The Australian HELP is under pressure to reduce its
expenses to maintain the sustainability of the programme. In New Zealand, the Government
has revised the interest rate from 10 to 12 percent to bear with the poor recovery and the
outstanding non-performing assets. In England, increasing number of bad student loan and
the rising tuition fee have pushed England to explore new ways of nancing and provisioning
of higher education. Thus, while its not certain if the student loans have led to the rise of
'quality' in higher education ; the empirical evidence hints towards rise of tuition fee.
England is now seriously considering making higher education tuition free altogether. It is
argued that student loans are inherently regressive and unfair (Lybech, 2019). While some of
the wealthy students are usually supported by their parents, it is the students who come from
middle-class who rely on educational loans (Gross et al, 2008). Thus, the middle-class
students, unlike their wealthier counterparts, end up starting their professional life with a huge
sum of debt. Moreover, the issue of student loan going bad exists in the country.

Today, in Britain, it is expected that only a fraction of students will ever pay the government
back in full (Lybeck, 2019). Given that the bad loans are ultimately bailed out by the
government, and in effect by the tax payers, is the possibility of having a grant based or tuition
free higher education system funded by the revenue collected by progressively taxing the
wealthier, worth exploring? Such a system will have an added advantage in terms of
positively impacting the psyche of the students belonging to the middle-class or for that
matter, to the poor socio-economic strata, who would be relieved of the burden of
indebtedness in their formative years of employment.

The Indian Context
The educational loan scheme in India was launched less than twenty years ago. While there is
no conscious policy directive for the repayments to be contingent on income , however, they are
treated among the priority sector advances by the Reserve Bank of India. Banks may also
provide moratorium, taking into account the possibility of unemployment/under-employment,
two to three times in a student's life-cycle (IBA, 2015). Initially, there has been a huge
enthusiasm in the banking sector to advance and disburse a large sum of educational loans
(Jayadev, 2017). Over the years, banks have become more cautious of lending because of high
loan-default risk. In 2014, close to 10 per cent of the total students in higher education, funded
their education through loan (Jayadev, 2017). According to an analysis, to reach the targeted
higher education gross enrolment ratio of 30 per cent by 2020, at least 20 per cent of the
enrolled students should have access to educational loans (GOI, 2011). Thus, there is a clear
case of not enough advances by the banks under the student loans category. Moreover, the
repayment burden is estimated to be quite high,whereby, a substantial proportion of the gross
salary of the debtor goes into loan repayment. This exists despite of the interest subsidy given
by the government. Furthermore, the problem of high repayment burden needs to be
juxtaposed with the issue of high fee across profess sional educational institutions and
underemployment of the graduates with low starting salary, or even the prospects of being
unemployed, especially when studying in non top-tier institutions.
More empirical evidences suggest a case of market failure in the Indian student loanable fund
market. A recent Reserve Bank of India report pointed out that the share of the public sector
banks in lending to the education sector is 91.42 per cent. This means that the private banking
sector is wary of advancing student loans despite of them charging a higher interest rates visà-vis the public sector banks. Apart from this, there seems to be systematic inequality across
social categories in term of who the loan beneciaries are. The SC and the ST students avail
only 4.78 per cent and 1.72 per cent of the total loan sanctioned, respectively (Jayadev, 2017).
Students belonging to the General and the Other Backward Class categories avail 93.5% of
the total loan. To explain this, one may invoke the poor nancial knowledge and the sociocultural hurdles faced by the marginalized population in securing a seat in higher educational
institution. However, one cannot deny the discriminatory behavior of the bankers who more
often than not, rely on their judgement to decide the creditworthiness of the prospective debtor.
Given the prevalent social practices in the country, it is inevitable that students from the
marginalized population are discriminated against, even by the banking system.

Conclusion
The student loan argument, that wishes to achieve equity, as well as, efciency objective in
higher education by giving the purchasing power capacity in the hands of the
students/parents misses the very nature and the essence of university education. It is neither
only a service nor only a product whose quality can be commanded by student-customers.

It is, more importantly, a process, an experience good with transformative capacity, with
credential aspect of quality that takes a life time to be realized, understood and absorbed
(Jones, 1979).
In such a case, market model in higher education, which seeks to fund higher education
invoking market mechanisms-such as student loans, is bound to be marred with problems. For
that, markets in higher education are neither efcient nor have concern for equity. This pushes
the policy-makers and other stakeholders in higher education, to continue their search for
better ways of nancing higher education. We need to be watchful of the debate around
removal of tuition fee in higher education, as invoked in the context of Britain, as a possible
way forward.
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