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During the first half of the twentieth century “modern”
educators in Europe and the US. evinced a fervid belief that
the classroom and larger school environment should form a
truly functioning social, cultural, and even political society-in-
miniature. Illustrating a shift from nineteenth-century peda-
gogical thinking that espoused learning for life after school,
twentieth-century educators advocated learning #hrough life in
school. Accordingly, school dynamics were to mirror, if not
create, the conditions of “grown-up” life through teacher-
student interactions in and out of class. Student-student co-
operation in the form of interactive learning, clubs, and extra-
curricular activities would provide emerging citizens with
firsthand experience in healthy, productive forms of self-
reliance, trust, and societal organization. Allowing children
comparatively broad scope for decision-making, while teach
ers hovered protectively yet unabtrusively nearby, would culti-
vate a practical understanding of democracy and all that it
entailed in terms of rights and duties. Thus, instead of pas-
sively receiving dry lessons in these matters, students could
actively become motivated citizens.!

Such conceptions of school dynamics were not the pre-
serve of Western pedagogy. With a sizeable pedagogical
corps, many of whose leading members read European lan-
guages and had even traveled to Euro-American pedagogical
centers, Turkey between 1923-1950 illustrates a Middle East-
ern environment in which the teaching cadres championed
this same understanding of schooling’s central role in social-
izing individuals into liberated and empowered citizens. In-
deed, late Ottoman teachers such as Ismail Hakki Baltacio-
glu—called the “father of republican Turkish educational
thought”—envisioned a kind of school dynamic in the pre-
World War I years similar to the European “school-as-society”
conception. This, of course, reflected the overall platform of
political and cultural reform entertained by particular intel-
lectuals of the Second Constitutional, “Young Turk,” era
(1908-1918)—Baltacioglu chief among them.? In the post-
1923 years, it was a natural progression to consider the school
the environment in which the most essential processes of
socialization would occur for the first generation of emerging
Turkish citizens. Acculturation of students to particular kinds
of sociopolitical interactions and assumptions would provide
the new nationalist Republic with active members ready to
guarantee the future of a sociopolitical order in the making;

Most often, teachers themselves, along with experienced
administrators, penned the works depicting schools in such a
manner. They began by prescribing the qualities and role of
the teacher, after which education itself as a broad, all-
encompassing phenomenon received sustained consideration.

Having recourse to traditional Islamic distinctions phrased in
secular nationalist terms, rather than mere informational and
skill instruction, or #a/im (based on the Arabic ‘@llama, to make
known), the new Republic’s schools were to be animated by
terbiye (from Arabic rabbaya), entailing the purposeful cultiva

tion of intellectual and social refinement in youth and the
formation of proper Turkish citizens through coherent edu-
cative efforts. Teachers perceived themselves to be peerlessly
integral to this process, with the scope of the true educator
(miirebbi, and not the mere muallim-instructor) passing beyond
the school grounds to mentor children even in their homes.
Here, teachers would display exemplary conduct worthy of
emulation. All this was not, however, merely a matter of
pedagogical rumination. Because the school was indeed envi-
sioned as its own propetly regulated society, its dynamics were
to eventually radiate out into the larger sociopolitical domain.
As key advocates for state-driven national(ist) modernization
projects articulated both in and outside the pedagogical realm,
the Turkish teaching corps prescribed school dynamics, which
provide us with a rich understanding of how those animating
a key Kemalist ideological state appara-
tus—education—viewed the workings of their nation.?

In the following pages we will examine what self-
perceptions Turkish educators nurtured from 1923-1950 and
how they identified the necessary traits of Republican teach
ers. This will serve as a prelude to a detailed analysis of
evolving conceptions of teacher-student interactions and in-
school dynamics during these years. We will see that in the
first case, assertions regarding the “proper teacher” in effect
set forth the kind of citizen that Turkish schools should form
for the Republic. At the same time, laudatory discussions of
teachers and their nationalist contributions contained claims
for higher societal and official esteem.

As regards school dynamics, we will encounter a tension
during the 1920s-1930s between a concern for order and
obedience and a desire for freedom and student activism. This
tension reflected ongoing political dynamics. On the one
hand, Turkey possessed a self-declared modernizing and
westernizing regime striving to form active, mobilized citizens
ready to animate a political space possessing the trappings of
European parliamentarism. On the other hand, recollections
of late Ottoman political disintegration and political faction-
alism, in addition to experiences with ongoing opposition to
the Republic’s secular, nationalist program in the form of
sporadic uprisings in Central Anatolia through the 1930s, in-
clined educators at all levels to fear anything that might open
the door to political factionalism and territorial disintegration
or to atavistic religious obscurantism and reaction (irtica).
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the end of the cotton boom."* In a move not unlike Louis
XVI calling the Estates-General to meet (and raise taxes) in
1789, Ismail created a parliamentary body that would serve a
similar function in 1866. Within nine years he was forced to
sell Egypt’s shares in the Suez Canal Company to the British.
The following year, 1876, Egypt was nearly bankrupt, and
Ismail allowed Britain and France to control state expendi-
tures through the Public Debt Commission. When he tried to
regain control of Egypt’s finances, the country’s European
creditors pressured the Ottoman sultan Abdul Hamid 1T to
depose him in favor of his more malleable son Tawfiq (r.
1879-1892). While Ismail’s deposition led to a certain amount
of scaling back and school closures, the process he renewed
would not evaporate. A class of educated Egyptians that had
benefited from the policies of Muhammad Ali and Ismail was
now in place in the army and the bureaucracy. ' Further-
more, over the course of the nineteenth century, a landown-
ing elite had come into existence and sent its sons to the new
government schools.!® It was a coalition of these privileged
individuals seeking to increase their power, vis a vis the mon-
archy and foreign interests that initially came together in the
Utrabi Revolt of 1881/82.17 It is against this complicated
backdrop that the British arrived in 1882 in a stopgap meas-
ure to restore order. Nevertheless, the British presence was
anything but temporary. The first consul general in Egypt
was Sir Evelyn Baring [Lord Cromer], who had been in Egypt
at the end of Ismail’s reign as British controller.

Cromer’s education policy was governed by the objective
of bringing Egypt back to financial solvency and by Britain’s
experience in India. According to Marsot, the former was of
particular concern since Cromer’s family owned a sizeable
portion of the Egyptian debt.!®  As for the latter, Cromer
had seen firsthand in India that it is indeed better “to trade
with civilized men” than “to govern savages” but, at the same
time, that too much education makes for an unwieldy, critical
populace.””  Thus, he revamped the educational system in
Egypt by limiting access to education, increasing fees and the
number of people paying them, changing the composition of
the student body, and changing the curriculum within the
schools.?) His answer was to create a two-tiered educational
system in which basic literacy and mathematics would be
stressed for the masses and a small, highly educated class cre-
ated to fill the lower ranks of the civil service and provide for
a small urban professional class.?! While Egyptian education
underwent some changes after Cromer’s retirement in 1907,
his successors nonetheless followed the outlines of his poli-
cies. To implement his educational programs Cromer chose
his old tennis partner Douglas Dunlop, an irascible Scotsman
who had first come to Egypt as a missionary/teacher. De-
spite thirty years of service in Egypt, he not only never
learned a word of Arabic, but also preferred that his under-
lings and employees not know Arabic either. Even his British
peers viewed him as somewhat of an eccentric who generally
dined alone. One colleague, while acknowledging his driving
work ethic, pointed out that Dunlop was a man with a limited
outlook and “little sympathy for the Egyptians.” 2

Much of the historiography on Egyptian education pits
Egyptian nationalists, who are secking widespread educational
reform, against the British, who are bent on restricting educa-
tion.”> By examining the press, speeches by party leaders,
minutes from nationalist congresses, etc. on the one hand,

and the Cromer/Dunlop team, on the othert, it is easy to cre-
ate this Manichaean contrast.?* Nevertheless, this seeming
gap between British and Egyptian nationalist positions is not
as large as it appears when we examine the various factions
composing the Egyptian nationalist position. Landowning,
upper class and upper middle class Egyptians in the higher
echelons of government service owed their well-being to a
relationship with European interests, generally, and British
interests, specifically.  They were the channel through which
foreign companies exported the cotton produced by Egyptian
peasants. Thus, it is natural that these Egyptians would work
with the British to improve the transportation-communication
infrastructure, expand agricultural output, and favor foreign
business interests at the expense of social, educational, and
welfare services for the masses.?

The two-tiered educational system met the needs of
wealthy Egyptians as much as it did the British, particularly
with regard to boys’ education. The class conscious British
sought to restrict education to those individuals who would
best assist them in the administration of the country, pulling
from the most likely pool—the landowning elite. The best
way to attract these individuals and to exclude others was to
raise fees in government schools. This policy was a radical
departure from that of Muhammad Ali, who sought to attract
the best students of all classes by offering the previously dis-
cussed incentives. It was through these measures that he
broke the power of the old mamluk elite. While Ismail did
introduce some fees into the school system, they were in-
tended for those who could pay them, and the proportion of
students paying fees remained under thirty percent up until
the time of the occupation.?

Cromer always argued that establishing and/or raising
fees was a measure that was both fiscally responsible and one
which assured the dedication of the student. In fact, he went
as far as to say that this system would help Egyptians get an
education “of a truly national and popular character.” He
further justified these measures by pointing out that the num-
ber of students attending government schools continued to
increase.’’  Despite such rhetoric, it was clear that the British
felt more comfortable with the elite at the helm. As for the
Egyptians, the following comments by a bureaucrat in a 1905
note to the majlis al-nuzzar exemplify the views of the elite.
He felt that by raising fees in the upper educational track,
there would be a similar “raise [in] the moral standard” by not
admitting “children of the class which sends its children to
elementary schools” who would “harm their peers.” The idea
of the mixing of the social classes was always a great fear
amongst the upper classes. It was a fine goal to raise the
peasant from his current condition, as long as it did not in-
volve spending any time with him. The same bureaucrat
goes on to note that in the last twenty years, that is, during the
time of the occupation, he had seen a correlation between
increased fees and an increase in the “moral level” of gov
ernment schools.?8

The flip side of limiting access to the upper educational
tier was the concomitant restriction of access to government
service and encouragement of those in the upper tier to con-
tinue their education. Egyptians with vested interests argued
that diffusion of too much education to too many would cre-
ate a shortage of manual labor and water down the quality of
government schools, echoing the oft-repeated fears of Cro-
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mer in his Awnnal Report? These concerns countered opin-
ions in the press, which touted education as a panacea to soci-
ety’s many ills. As more and more Egyptians received a pri-
mary certificate, the British first phased out the primary
certificate as a passport to government service, then created a
rigorous civil service examination, and finally eliminated the
primary certificate altogether.® Those who attended private
schools were allowed to take the civil service examinations;
however, those who were trained in government schools gen-
erally were more successful.’® The only graduates from all of
Egypt’s higher and specialized schools that did not seek gov
ernment employment were those from the law school.?

Another area of confluence for the British and the
Egyptian elite was in the arena of improving Egypt’s abysmal
literacy rates.®® Each group worked to carve an educational
niche for the masses, although it should be noted that both
waited until after Egypt attained financial solvency before
embarking upon this aspect of educational reform.* In
Cromer’s own words, he wanted to “equip the pupil with suf-
ficient knowledge to care for his own station of life....”?
The easiest way to build up the lower tier of schools without
great expenditure was to work through the existing network
of kuttabs and native elementary schools. In 1888 the gov
ernment removed native elementary schools from the juris-
diction of the wagf administration and placed them under the
Ministry of Public Instruction.’” In 1898, the British began a
program of providing such schools, which adhered to certain
standards, with subventions for support. In order to receive
these funds, schools had to offer reading, writing, and arith-
metic, in addition to religious instruction. While it might
seem that the aim of this legislation was to improve education
by expanding the curriculum, it also restricted curriculum by
disqualifying any &wttab that offered a foreign language. Thus,
a number Coptic-equivalent &uttabs were not eligible for the
subventions.® It is clear that knowledge of a foreign lan-
guage was necessary for advancing socially, politically, and
economically in Egypt.®

The British maintained that if Egyptians were truly con-
cerned about education, then individuals and communities
would work together to sponsor more schools. Egyptian
elites sponsored such schools through legislation and personal
funding, and they benefited from popular support for such
efforts. The royal family, nationalists of humbler origins, and
Egypt’s Syrian community also sponsored these schools
through participation in Muslim and non-Muslim charitable
associations. The press served as cheerleader and advocate
for these organizations.® The government started a land
grant program in 1905 for charitable associations seeking to
build schools#  As well, in keeping with British and elite
Egyptian desires to expand basic literacy but to maintain
control, provincial councils were created to supervise all
forms of vernacular education. Thus, local elites would over-
see the dispersion of funds to these schools, of which seventy
percent went toward building, maintaining, and improving the
standards in &uttabs and elementary schools and the remainder
of which went toward agricultural and technical education.*?

A third area in which the British and Egyptian elites
found common ground was the use of curriculum as a form
of social control. Examining a subject taught in both educa-
tional tracks is useful for understanding this concept. By
1914 hygiene was added to the lower educational track. In

schools for both boys and girls, hygiene filled the function of
the more varied curriculum found in the upper educational
track. Hygiene filled gaps in morals, civics, and science, as
well as home economics for girls. Thus, students in the ele-
mentary (or lower) track required an extra year of the subject.
Furthermore, the curriculum in elementary schools was far
more detailed. While primary students needed only “simple
lessons in neatness, cleanliness, attention to hair, nails, teeth,
etc.”, elementary students necessitated “rules for neatness and
cleanliness ... including the use of the sponge, loofah, nail-
brush, tooth-brush, comb, and hair-brush.” Finally, elemen-
tary students covered topics not mentioned at all in the pri-
mary school syllabus, for example, discussion of perspiration,
vermin, the evils of alcohol, and the proper use of latrines.
Additionally, girls in both educational tracks covered topics
relating to the care of children and the infirm. %

A comparison of two textbooks bears out the differences
in the two types of schools. Dr. Sarubyaq’s primer on health,
Hygiene for Elementary Schools, consisted of two versions, one
for boys and one for girls, the latter being fifty pages longer.
Both versions begin with three detailed chapters on personal
hygiene. The text then moves on to the basic principles of
anatomy and physiology as related to nutrition and digestion,
including a discussion of the dangers of alcohol. The re-
maining chapters deal with clothing, sleep, housing, child-care,
first aid, and home nursing with greater detail in the girls’
version. Sarubyaq employs sketches to reinforce his message
of cleanliness and morality, juxtaposing pictures of well and
pootly groomed children. He also utilizes sketches to show
various implements of washing and grooming To demon-
strate the evils of alcohol, he juxtaposes two depictions of the
same man, before and after an alcoholic binge. In the before
shot, the man is well groomed, clad in a tie, suit, and Zarbush,
and afterwards, he is dirty, unkempt, has lost his farbush, and
his clothing is disheveled. The next sketch is of a man in a
straitjacket, who has completely succumbed to the evils of
alcohol.#

The text’s discussion of hygiene and temperance demon-
strates the concerns of British and the Egyptian ruling elites
for control of the masses. Outside the classroom this process
involved public works projects, new public services, and new
forms of order® Inside the classroom the government
hoped to extend its sphere of influence into the home by
teaching the principles of hygiene, morals, and home eco-
nomics. The Egyptian elite shared the occupiers’ fetishism
with cleanliness, which embodied bourgeois values such as
monogamy, industrial capital, and class control.% Ironically,
Islamic culture is predicated on rituals of cleanliness and ab-
lution, and historically cities contained bathhouses for public
use at a time when bathing was only “a cursory activity at
best” in Britain#’ Soap, bathhouse entrance fees, and laundry
expenses were considered such basic necessities that they
frequently appeared in #afaga awards, along with staples, e.g
meat, bread, and oil.*® With respect to the issue of alcohol
abuse, Timothy Mitchell has argued that there was a great fear
among the upper classes, who imbibed freely, that this prac-
tice would spread to the masses* Nevertheless, alcoholism
remained a vice that only the upper class could afford. Unlike
Britain, which had a ready supply of inexpensive alcohol for
the working classes, Egypt had mainly expensive imports.
Even the more inexpensive locally produced beers and wines
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were inaccessible to the masses. Finally, it should be noted
that instructive literature on hygiene was neither a nineteenth
century nor a European innovation. A genre of wa'y (in-
structive) literature dating back to the seventeenth and eight-
eenth centuries, and perhaps earlier, details such teachings,
usually directed at men to instruct women.

In contrast to the issues of social control demonstrated
in Dr. Sarubyaq’s primer, texts such as Muhammad Rushdy’s
General Management of Health and lllness, designed for the upper
educational track, contained little on cleanliness or hygiene.
The focus was more on anatomy and physiology, and the
sketches were generally scientific, depicting, for example, the
nervous and digestive systems. While there was a section on
the dangers of alcohol, it also contained a section discussing
the percentage of alcohol in various drinks and the permissi-
bility of alcohol if prescribed by a doctor. Finally, the text-
book offered consumer information, discussing name-brand
products such as Evian drinking water, Nestle baby formula,
and the Burroughs-Wellcome syringe.>

In addition to areas in which British and Egyptian aims
were congruous, there were also areas in which their aims
were overlapping. The subject of religion fits into this cate-
gory. When the issue of increasing the number of lessons per
week in religion in the lower educational track came to Cro-
mer’s attention, he first questioned the validity of such a deci-
sion but ultimately decided that it might attract further chari-
table endowments and quiet nationalist concerns’!
Furthermore, even in the higher educational track, the British
could use religion to control students. According to the Sy/a-
bus of the Primary and Secondary Conrses of Study, courses in re-
ligion could be used to guard “against evil passions,”
“strengthen the ties which unite individuals,” and set the indi-
vidual on “the path to righteousness in this world.”>?

While the Egyptian elite could certainly glean benefits
from the issues of control and more charitable endowments
for the schools, they too could profit by meeting the call for
more study in and of the Arabic language, as well as the study
of Islamic history, all of which were inherent in more hours
of study in religion. Prior to the British occupation, the study
of national history and of the duties of citizenship were ex-
tremely important in the minds of Rifaat al-Tahtawi and Ali
Mubarak, who had studied in and/or traveled to Europe, and
who helped to shape Ismail’s educational system. Tahtawi
went so far as to say that although he believed that a religious
education was the foundation of an individual’s studies, po-
litical education was necessary for understanding one’s role in
the nation and that this was to take place before any voca-
tional education.”® Egyptian history/geography played an
important role—this subject was even taught in the first gov
ernment-sponsored primary school for girls. It is also note-
worthy that it was an addition to what had been recom-
mended by a French commission charged with studying the
issue.* Through classes in religion Egyptians could recover
the history that Cromer deemed superfluous for both educa-
tional tracks.>

The issue of language and religion were intertwined be-
cause Arabic is the language of the Quran, which Muslims
believe to be the word of God; thus it carries both a divine
significance and a connection with a glorious history. Ac-
cordingly, the issue of language had been one of heated de-
bate in the nationalist press. Even for Christians, both Egyp-

tian Copts and Syrian immigrants, the language and history
imbedded in religion were sources of unity. Nevertheless,
there were large numbers of British teachers, who spoke little
or no Arabic, staffing the schools, especially secondary ones.
Thus, students were force-fed English in a variety of subjects
and contexts. Abdullah Nadim’s “National Life” represents
the nationalist opposition to this problem. In this article he
argues for the importance of teaching the national language.
Additionally, Nadim represents a class of individuals contrib-
uting to the dialogue in the press. He had come from an arti-
sanal family that was hurt by changes in the economy and in
patterns of consumption over the course of the nineteenth
century.y’

Thus, what might appear as a contest over more religion
in the classroom was more an issue of extent rather than ex-
istence or nonexistence, and the British and the Egyptian
ruling elite actually had overlapping aims. Nevertheless, the
issue of education allowed the elites to contest the British
without threatening their own interests and indeed meeting
the demands of the urban, professional (nonlandowning)
class as well as the middle class and émigré intelligentsia.
Education and lack of British response was an outlet that elite
Egyptians could use to deflect criticism in other areas such as
public health.

Another series of these battles took place between 1906-
1907, under the guise of a great battle between the nationalist
hero Saad Zaghlul, the new Minister of Education, and the
evil Douglas Dunlop, special adviser to the ministry, who
could supercede Zaghlul on any matter. Interestingly enough,
Cromer personally selected Zaghlul as minister when he up-
graded education from department to ministry status.®
Zaghlul was not from the traditional privileged class. His
father was an wmda, part of a class of village notables whose
fortunes rose over the course of the nineteenth century and
who sent their sons to Cairo for their education. Zaghlul’s
first higher educational experience was a traditional one at al-
Azhar, where he became acquainted with Muhammad Abdu.
Through Abdu he met Jamal al-Din al-Afghani and Abdullah
Nadim, and he became involved in the Urabi revolt. After a
brief period of imprisonment, he then turned to law. He
practiced law before actually studying law in France, which
then allowed him to ascend the sociopolitical ladder. After his
return to Egypt, he frequented the salon of Princess Nazli
Fazil, where he interacted with Egyptian elites, e.g. his future
father-in-law Mustafa Fahmy, and British officials, e.g Lord
Cromer. Zaghlul’s marriage to Fahmy’s daughter Safiya
helped complete his climb up the ladder. It was Zaghlul’s
connection to his father-in-law; who was prime minister for
Abbas II from 1895-1908, that got him his position as minis-
ter of education in late 1900, as well as the title of pasha. In
all likelihood, Cromer envisioned Zaghlul as much more of a
moderate, like his father-in-law.>

The great war in the press against Dunlop and the great
push by Zaghlul to amend the curriculum in the schools came
at a key point in the sociopolitical history of Egypt. The time
between 1906 and 1907 was the era of the Dinshawai inci-
dent, which heightened anticolonial sentiment; the rise of
Liberal government in Britain, which led Cromer to announce
his retitement; the death of nationalist leader Mustafa Kamil,
who was founder of the National Party; and a time of finan-
cial crisis in Egypt, which usually meant cutbacks in educa-



54 Comparative Studies of South Asia, Africa and the Middle East, Vol. XXI Nos. 1&2 (2001)

tion.

The chief complaint against Dunlop, to whom Zaghlul
referred as “the assassin of education in Egypt,” was his op-
position to the use of the Arabic language in Egyptian
schools and the resulting consequences for the study of mor-
als, civics, and national history.® Furthermore, Dunlop en-
couraged only the hiring of British teachers who knew no
Arabic, who were then expected to convey subjects such as
history, geography, and mathematics entirely in English.
Thus, these teachers were forced to use the same pedagogical
methods of rote memorization for which the British so heav
ily criticized traditional Egyptian teachers.®! A sidebar to the
story of language was not only that Dunlop suppressed Ara-
bic, but that he also suppressed French, a language that would
encourage “nationalism and independence.”® The British
repeatedly claimed that Egyptians were free to select a foreign
language in school, although the reality reflected the demands
of the occupation.t?

The agreements reached between Saad Zaghlul and
Eldon Gorst, Cromer’s successor in 1907, represent a
hegemonic bargain between the British and the Egyptian elite,
and between the Egyptian elite and nationalists of more
humble origins. The latter wanted more schools and teachers,
better teachers, more instruction in and on the Arabic lan-
guage, and a greater emphasis on Egyptian history. First,
there was an attempt to teach more subjects in Arabic. In
primary school, all subjects, except English, would be taught
in Arabic. In secondary schools, most subjects would be
taught in Arabic; however, some instruction would remain in
English given the shortage of native teachers.® Finally, for
primary students, classroom hours in religion increased by
thirty percent. This new allotment not only provided more
time for religious and moral instruction, it also reinforced the
study of Arabic language and Islamic history. Christians and
Jews would be separated from their Muslim classmates for
such lessons. To better accommodate the new arrangement,
religion class would be held at the end of the day so that non-
Muslims could leave if no provision was made for their in-
struction.®® Furthermore, a new class called a/-farbiyya al-
qawmiyya came into existence, which pulled portions of mor-
als/civics lessons out of religion. Thus, the British wete free
to teach history and geography classes with their empire as
the central narrative, and Egyptians could study their non-
ancient history in more intensive courses of religion and turn
morals into a national rather than sectarian topic.%

The bifurcated educational system and the intellectual
bargains reached between the Egyptian elite and the British
occupiers worked well for boys” education. The upper track
of the boys’ educational system provided the British with
enough qualified civil servants to fill its lower ranks and
Egyptian cities with a growing professional class. By teaching
submission through religion and reinforcing British hegemony
in history and geography classes, the British maintained their
rule. By jockeying for more schools and a more “national”
curriculum, elites appeared to be opposing the occupiers and
bringing needed change to society, while actually they were
reinforcing their own privileged position. Nevertheless, girls’
education proved more problematic given its symbolic im-
portance for the British and the Egyptians.

Attempting to reserve the upper track of the educational
system for servants of the state meant that the government

would not be able to attract elite women. Furthermore, there
would continually be some ambiguity about what the purpose
of female education should be. From the start of govern-
ment-sponsored female education in Egypt, that is, education
that was directly or indirectly aimed at filling needs of the
state, the first students tended to be girls with few op-
tions—girls who needed the perks of a subsidized education
and living expenses, as well as income-producing skills. The
eatliest students at the Muhammad Ali’s school of midwifery
were slaves and orphans.” At the Siyufia school, Ismail’s
educational planners attempted to attract girls from all classes
with a curriculum that would suit all needs: Turkish, French,
music, and art for the elite; income-producing skills such as
needlework and home economics for the lower classes, as well
as Arabic, the history and geography of Egypt, math, and
science.®® Although it is difficult to assess, it appears that the
school did have a wide range of class backgrounds during
Ismail’s reign; however, most of those from the elite were
likely slaves, prized concubines who were being trained to
make refined companions, wives, and mothers. As for the
lower class, such families wete somewhat suspicious of edu-
cation making their daughters difficult and/or unmatriage-
able, and they refrained from sending their daughters despite
the monetary benefits.® With the suppression of the slave
trade in 1877 and Ismail’s deposition in 1879, the school be-
gan functioning essentially as an orphanage.” Since wealthy
women did not require income-earning skills and could pur-
sue education in their homes, they avoided government
schools and the cross-class mixing that took place in them.
Women of the growing middle class, who perhaps could not
afford home schooling, could seek education in the steadily
increasing numbers of missionary and minority community
schools.”!

Both the Egyptian elite and the British occupiers had an
overlapping interest in utilizing the condition of women to
further their own aims, and hence both had a concern for
female education. The British, in general, and Cromer, in
particular, used the “lowly” position of women in Egypt as a
justification for the occupation. Cromer linked the advance-
ment of women to the advancement of civilization: “the
position of women in Egypt ... is ... a fatal obstacle to the
attainment of that elevation of thought and character which
should accompany the introduction of FEuropean civilization,
if that civilization is to produce full measure and beneficial
effect.” The “obvious remedy” for Cromer was the educa-
tion of women, which he wrote ought to be undertaken with
“vigour.””?  Certainly, Cromer’s opinion was buttressed by
Western missionaries, who also linked the condition of Egyp-
tian womanhood to Egypt’s current wretched state.”

Elite Egyptian men had for many years been sensitive to
European criticisms of Eastern ways, and as eatly as the time
of Ismail had been bent on proving the advancement of their
women. For this very reason Ismail had hoped to open the
first primary school for girls in time for the Suez Canal fes-
tivities so that it would be a showcase for European dignitar-
ies. Nevertheless, the timeframe proved insufficient.’ Ismail
also arranged monogamous marriages for his sons to wives of
equal rank rather than multiple concubines, an image which
his successors Tawfiq (1879-92) and Abbas II (1892-1914)
tried to cultivate despite the latter’s marriage to a concubine
and his polygamy.”> It was not enough to have just one wife,
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but one who would actively advance the causes of the nation.
Even Ismail with his multiple consorts allowed his third wife
to sponsor the first school for girls and encouraged her visits
to the school”® The social and philanthropic activities of
Tawfiq’s wife Amina were reported regulatly in al-abram, again
demonstrating an official concern for appearance.”” Princess
Nazli’s aforementioned salon was yet another small venue
where the European image of Eastern women could be bro-
ken. Another attendee of her salon, Qasim Amin, further
tried to break these images internally and externally with the
publication of The Liberation of Women (1899) and The New
Woman (1901), both of which Lisa Pollard argues are less
about the “new woman” than they are about the “new man”
and his desired new political order:™

Amin’s “new woman” and the order of her home were

wholly responsible for the creation of a new man. He, in

turn, was subject to a whole litany of new behaviors: Mo-
nogamy, partnerships with women, ‘scientific’ domestic
practices, and finally a new relationship with a just ruler
were all evoked in Amin’s prescriptions for liberated, ‘un-
covered’ women.
Thus, both the British and Egyptian elites maintained certain
ideas about Egyptian womanhood and the role it ought to
play in Egypt’s future. Despite the lip service that Cromer
paid to the necessity for girls’ education, he did not want to
spend the needed funds to meet the growing demand. Justifi-
cation for lack of progress centered on the need to avoid
cultural clashes by taking a slow and ordetly approach.” Al-
though the British position seemed contradictory, it fit neatly
within the two-tiered system and a prolonged occupation.
Despite the demand for primary and higher education, the
British developed such schools only to the extent that they
were needed to provide for positions in nursing, midwifery,
and teaching. As for everyone else, they could pay for private
school or attend kuttabs and elementary schools alongside
boys. The British encouraged female matriculation in the
lower tier by counting each girl as two boys when calculating
subventions for &uttabs, which were done on a per capita ba-
sis.8 Due to such efforts, girls entered kuttabs at a propor-
tionally higher rate than boys did.®!

The British paid little attention to the upper tier of the
girls’ educational system, particularly with respect to the
School for Midwives. While this school never attracted large
numbers of students, it did withstand the lean educational
years between the tail end of Muhammad Ali’s reign and that
of Ismail. The British limited the number of free positions
and began assessing fees on all other students—formerly all
positions had been free. Previously women received a rigot-
ous course of study and attained the same rank as male
graduates from the medical school. Now, their classroom
hours were cut in half, and all practical training was elimi-
nated. The program became oriented toward producing con-
ventional nurses, with only a small number of candidates
continuing their studies to become doctors.??

The other branch of the upper division of girls’ educa-
tion was the Siyufia school, which better represents the prob-
lems and confusion that Egyptian elites had with female edu-
cation. The British were unconcerned with this school since
all its positions were filled despite the addition of fees®> TFor
elites attempting to satisfy nationalist concerns, the only pri-
mary school for girls needed to be something other than an

asylum for the indigent. Reform of the home and the family
was linked to reform of the nation in the nationalist press, the
women’s press, and in government circles.®* Thus, girls’ edu-
cation was a frequently recurring topic in the mainstream
press and the most important topic in the women’s press.®
In 1889, the aging Ali Mubarak, Ismail’s energetic minister of
public instruction and public works who was now in the
service of Tawfiq, officially changed the name of the school
to al-Sania to reflect the extent of his efforts at reorganiza-
tion. The school would continue to serve its function of pro-
viding domestic training for orphans and indigents, but it
would also provide girls from the upper class with both do-
mestic and classical instruction.8¢ Furthermore, it introduced
a system of fees such that external students would pay, and
internal positions would remain free for the orphaned and the
indigent.’” Nevertheless, parents remained concerned about
the mixing of classes.

The following year (1890), Mrs. Yacub Sarruf, wife of the
editor of al-muqtataf visited the school. Her comments are
typical of upper class concerns for female education. Given
the reputation that the school had earned by then, she came
with low expectations, and thus she was pleasantly surprised
by most of what she found: divisions for teaching deaf and
blind students, girls learning mathematics, clothing produced
by the students themselves, and so on. Nevertheless, she also
expressed concern that the daughters of the wealthy were
learning certain domestic skills at the expense of more refined
skills, ones which properly complete the education of young
girls.?” Implicit in this criticism, in addition to curricular is-
sues, was the concern of the comingling of the classes and
the purpose of girls” education: was it vocational or was it
merely to produce better wives and mothers? This issue
would continue to plague girls” education throughout this era.
How could nationalists create an army of domestic goddesses
without a large supply of women working as teachers? How
could there be enough female teachers if some portion of the
students did not reject the domestic goddess construct?

The mission of female education w as so confused that
Yacub Artin was charged with studying the situation in 1892,
and he hit the nail on the head when he wrote that the Sania
school’s curriculum, program, and very premises demon-
strated a lack of purpose. Despite Artin’s enthusiasm for
the subject, reform was of such a small consequence to bu-
reaucrats that seven years after the writing of this report, it
was still slowly chugging its way through government chan-
nels.”! Meanwhile, the government did open a second pri-
mary school for girls that helped to address some of the class
concerns, as the following remarks by a bureaucrat some ten
years after the opening of the school would indicate:

Day by day, the Sania School for girls takes the form of

a school intended for gitls of the highest class among

the people. Recently, it has moved to a magnificent

building, Applications for admission exceed the number
of positions currently available. Consequently, it appears
necessary to choose the best students for this school.

The [most] effective method [for doing so], without a

doubt, would be to increase fees....As for the people

who cannot pay the aforementioned fees, they can send
their daughters to the girls’ division of the Abbas

School, which follows the same program as the Sania

School, but the fees remain the same.??
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The British applauded these changes. Two years after the
opening of the Abbas school, Cromer appeared to be burst-
ing at the seams with happiness as he wrote that the Sania
school now had 265 students, and “every girl ... a paying pu-
pil.”%3

Even after the addition of the Abbas School the thorny
issue of curriculum remained. Men and women, Britons and
Egyptians, all seemed to believe that home economics should
be the centerpiece of girls’ education. Nevertheless, there
was a general disagreement over what was meant by home
economics, usually referred to as fadbir al-manzil or household
organization. For women of the upper classes, and especially
for those who were contributors to the women’s press, home
economics was a theoretical topic encompassing all aspects of
family and social life. In fact, one Syrian editor asserted that
it should be renamed life administration or world administra-
tion, and articles that appeared in her journal with the title
tadbir al-manzil paid absolutely no attention to the practical
aspects of this subject.?*

For male advocates of female education, including large
landowning elites and middle class nationalists of humbler
origins, as well as the British occupiers, home economics
needed to have a practical aspect at its base. The earliest
modern proponent of female education, Tahtawi, argued the
importance of female education as a means of creating more
harmonious homes, which in turn would lead to reform of the
nation [a/-watan]. While he believed that in primary school
boys and girls should have an equal education, it is also clear
that the overall purpose of female education was to create
better homes.”> Male and female advocates of girls’ education
advanced few new arguments, rather they recast his argu-
ments with varying degrees of emphasis. Overwhelmingly
for men there was a concern for girls learning the “proper”
subjects. An 1888 article in al-ata’if proclaimed that female
education should prepare girls first and foremost in the duties
of the home: caring for the ill, household finance, home eco-
nomics, and cooking.” This basic idea lay behind most of the
subsequent male contributions to the discourse on female
curriculum, although there would be some debate over the
utility of other subjects, especially history and geography, for
girls. For others there was concern that girls should trade
piano and art lessons for more practical homemaking skills.

While some female contributors to the press, as well as
some female educators,” felt that girls needed more practical
knowledge, the vast majority of women from the upper
classes felt that they did not need too much in the way of
practical instruction. Most of these women had at least one
servant who took care of the menial tasks of the household.
One might summarize the feelings of middle class women as
aspiring to do less work than their mothers, not more. Thus,
lessons in cooking, laundry, and cleaning seemed senseless.

These gender-based differences were humorously cap-
tured in a 1912 issue of al-mugtataf, in an article entitled “A
Dialogue between a Man and a Woman.” This article ap-
peared in the “household organization section” shortly after
the entrance of cooking into the curriculum of one of the
higher schools for girls.”® In the dialogue, a man asks a
woman about her sister, who has recently graduated and asks
if the sister learned the “science” of cooking. The woman
takes offense, assuring him that her sister was not in need of

vocational education nor was cooking necessary for her or
any other woman (meaning of her class), any more than shoe-
cobbling, masonry, or carpentry was for him. The views rep-
resented by the woman in the dialogue were typical of middle
and upper class women who viewed the entrance of such
subjects in the curriculum with disdain.

Meanwhile, the male elite and the British occupiers
pushed domesticity and practicality in schools for girls. They
built model kitchens in government schools where gitls could
really cook, in some cases providing the lunches for the
school.” In Cairo, a School of Practical Housewifery was
established. At this school religion was the only subject that
did not have a direct link to home economics, and household
finance was the only subject with a written examination.'® In
1914 the primary certificate exam was adjusted to address a
greater emphasis on home economics—sixty out of 145 total
points.!'”!  Two years later, girls in elementary school had
cooking, laundry, and ironing added to their curriculum. That
same year a new class of schools in between elementary and
primary schools was opened in which gitls traded lessons in
Arabic, drawing, and history—the boys’ curriculum—for do-
mestic science, needlework, and health.192 At the Sania
School, in the teachers’ division, girls could choose between a
specialization in general education or in home economics, the
latter emphasizing needlework, cookery, laundry, and house-
wifery over English, translation, math, geography, history and
drawing—with equal lessons in both divisions for the all-
important subjects of religion, hygiene, and education.

How did Egyptian women respond to these develop-
ments? Demand for education continued to outstrip supply;
however, it is clear that the overweening push to domesticity
was neither popular nor efficient. Practical examinations in
domestic subjects were difficult to administer given limited
space and appliances. Furthermore, they were difficult to
grade and had a high rate of failure.!” By 1921, the domestic
education division of Sania Teachers’ College existed in name
only because students overwhelmingly chose the general edu-
cation division.!* Even more significantly Egyptian girls and
their parents voted with their feet, opting for private schools
offering a more suitable curriculum. While the hope of gov-
ernment employment would always attract male students, this
incentive did not work in schools for girls.

While some effort was made to address the most egre-
gious of these problems, the domestic push remained. As
Leila Ahmed has persuasively argued, Cromer endorsed the
Victorian ideal of mother-educator, a platform that would
both rationalize Britain’s position as an occupier, while also
keeping British feminists at bay.!®® In Egypt, as in Europe,
the creation of the mother-educator ideal gave women a “se-
rious—and quasi-political purpose in life” while simultane-
ously blocking access to political life.!'% TFor their part, middle
and upper class Egyptian men, while being divided in the role
that the British should play, models of development, etc.,
were in agreement with the occupiers on the highly-charged,
symbolic issue of female education in an effort to prove their
readiness to rule.

The 1919 Revolution brought to a head those differences
that the upper classes had with the British occupation, as well
as a generalized lower class discontent. Men and women;
Muslims, Copts, and Jews; rural dwellers and city folk; profes-
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sionals and workers; students and senior citizens; and people
of all classes took part in the demonstrations against the
British. This period is useful for examining the struggles of
and accommodations to imperialism and patriarchy. During
the time of the occupation, the British considered themselves
surrogate parents for the Egyptians, thus there are many par-
allels between the control established by the British over
Egyptians, clite male nationalists over the lower classes, the
delta over the sa%d, and men over women. Nevertheless, in
1919 these boundaries and relationships shifted. The British
lost control of their “children” even after the “naughtiest”
were sent to their room [exile to Malta]; the nationalist leader-
ship was heartened by the spontaneous and organized dem-
onstrations throughout the country, though nonetheless
frightened by the actions of groups such as the tramway
workers. Some rural areas in Upper Egypt took the opportu-
nity to break away from the central government and create a
rural republic. With their fathers, husbands, and brothers im-
prisoned and exiled, elite women took major roles in the na-
tionalist movement organizing protests and even a boycott of
British goods.!”

Egypt’s partial independence in 1922 was really an op-
portunity to refix those boundaries and reaffirm spheres of
control with minimal change.!”® The British retained four
points of control, allowing them entrance into any issue that
concerned the British Empire. The monarch, backed by the
British, would only agree to a constitution that granted him
extensive powers of appointment, the ability to call or dismiss
the cabinet, and the right to delay or extend sessions of par-
liament.!” Male elites gained greater control and responsibil-
ity for internal Egyptian affairs, suppressing workers” move
ments and scaling back the ambitious platform set out by the
Egyptian Feminist Union.!" Moreover, they had to bring
about educational reform. For forty years, they had used edu-
cation as an outlet for many issues relating to the occupation,
and now they were charged with the problem.

A cartoon that came out about six months after Egypt’s
partial independence in 1922 sums up the frustration and
unmet expectations. A man representing the “administrators
of government schools” is about to launch a boat from the
shores of ignorance to the shores of knowledge and enlight-
enment. The boat is filled with male children of the wealthy
and sacks of money. The “children of the poor,” including
one girl, remain. An ¢ffendi begs the boatswain to carry these
children across for a reasonable fare, to which he responds,
“A reasonable fare, [that] was ages ago, as for now, so long
[peace be upon you].!"! Obviously, some felt that the elite
were not living up to their promises. Under such pressures, in
1925 the government made primary education compulsory
for boys and gitls, despite the fact that it lacked the resources,
personnel, and facilities to enact this decree. Clearly, Egyp-
tians of all classes viewed education as a path to a brighter
future, both for individuals and for the country as a whole.
The great irony is that after the 1952 revolution and subse-
quent legislation ensuring free education at all levels and gov
ernment employment of graduates, the system became so
overloaded such that now Egyptians desire neither govern-
ment schools nor government employment.
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