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PREFACE

The following book is based on the courses of lectures delivered
in 1945-7 at King’s College and the Institute of Education,
University of London. It is a composite of two separate courses:
for the Teachers’ Diploma students and for the M.A. students.
The first course included an abridged exposition of factors and
traditions and the description of educational systems of America,
France and Russia. The course for the M.A. students forms the
first twelve chapters of the book. The chapter on England was
added for foreign readers. Some of the material was written by
the author before the war for various volumes of the Year Book of
" Education, published by Evans Brothers in association with the
Institute of Education. The author is indebted to the publishers
~ for the permission of incorporating some parts in extenso in
Chapters VI, VII and VIII. The book is intended as a text-
book for the present and future students of University Education
Departments. Whilst it is sufficient for the examination require-
ments of the University of London for the Teachers’ Diploma
students, it forms but a part of a two years’ course, which is
delivered at the Institute of Education by Professor J. Lauwerys
in conjunction with the author for the M.A. students. The latter
are expected to extend the course by supplementary reading
and special study of some particular country.

Although writing primarily for intending and actual teachers,
the author had the general reading public in mind and treated
the material accordingly. Educational reforms since the first
World War are so intimately connected with politics, with
problems of race, nationality, language and religious and social
ideals, that they ceased to be of narrow professional significance
and have become a matter of general interest as the main problem
of democratic government. This book is an attempt to combine
the two purposes: an academic text-book and a general intro-

-duction into Comparative Education as a study of contemporary
'solutions in various democratic countries. The present division
of Europe into Western and Eastern halves may be better under-
stood and surmounted if the origins and conditions of the actual

divergence are studied on a historical background of educational
ix
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traditions. The author, therefore, expresses the hope that besides
his students, the book will find readers among the general public.

The author is greatly indebted to his colleague, P. P. Brown,
of ¥ing’s College, for reading through the manuscript and
supplying many valuable suggestions.

The author must also gratefully remember the late Professor
Karl Mannheim, who suggested the inclusion of this book in the
International Library, of which he was the Editor.

N. Hans
King’s College, London
November 1947

Note. The present revised edition has substituted all out-dated
figures in facts by the newest available information, especially in
England, France and U.S.S.R. A Portuguese edition is being pub-
lished in Brazil with two additional chapters on “Latin America”
by the author and on “Comparative Education in Brazil” by
Dr. A. Texeira.
N. H.
September 1953
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CHAPTER 1

DEFINITION AND SCOPE OF COMPARATIVE
EDUCATION

It is only quite recently that Comparative Education has been
admitted as a subject of academic studies. It is generally recog-
nised now that intending teachers and educational administrators
should have some knowledge of foreign educational systems and
their comparative merits. In some Universities Comparative
Education is even included in the requirements for Teacher’s
Diploma qualifications. However, there is no general agreement
as to what Comparative Education comprises or exactly what
methods should be used in its study. The first comprehensive
scheme of comparative study of educational systems was devised
by Marc-Antoine Jullien de Paris in 1817. In his L’Esquisse et
vues préliminaires d’un ouvrage sur I’ Education Comparée, Jullien quite
clearly formulated the purposes and methods of comparative
study of education. He envisaged an “analytical” study of
education in all countries with a view to perfecting naticnal
systems with modifications and changes “which the circumstances
and local conditions would demand.” He said:

Education, as other sciences, is based on facts and observatiorns,
which 'should be ranged in analytical tables, easily compared, in
order to deduce principles and definite rules. Education should
become a positive science instead of being ruled by narrow and
limited opinions, by whims and arbitrary decisions of administrztors,
to be turned away from the direct line which it should follow, either
by the prejudice of a blind routine or by the spirit of some system
and innovation.

However, his detailed scheme of comparative enquiry remained
unknown and was rediscovered only in the twentieth ceniury.?
Historically the beginnings of Comparative Education we:: not
even comparative and were confined to description and inforina-
tion on education in foreign countries.

Reports on foreign schools and school methods aboundad in
the nineteenth century. Perhaps the first study of that kind as
the two volumes of Professor John Griscom, of New York « tv,
who after his return from Europe issued the results of his ob:ct /.-

! Sce P. Rossello, Marc-Antoine Fullien de Paris, Geneva, 1943.
1



2 COMPARATIVE EDUCATION

tions on educational institutions in Great Britain, France, Switzer-
land, Italy and Holland under the title of A Year in Europe,
published in 1818-19. It had great influence on the development
of American education. In 1831 Victor Cousin, Professor of
Philosophy, by direction of the French Minister of Public Instruc-
tion visited Prussia and published his famous Report on the State
of Public Instruction in Prussia. It was translated into English and
influenced education not only in France, but in both England
and America. But it was a straightforward description of the
Prussian system and any conclusions on the comparative value
of the system had to be made by the reader himself by comparing
it with that of his own country. The pioneer of the American
Common School revival, Horace Mann, after a six months’ visit
to Europe embodied his observations in his Seventh Report, 1843,
and in it compared education in England, Scotland, Ireland,
France, Germany and Holland, and incidentally put England
at the foot of the list. This report, perhaps, was the first attempt
at assessing educational values, but it was almost entirely devoted
to comparison of school organisation and methods of instruction.
In this country the pioneer of Comparative Education was
Matthew Arnold who, after visiting France and Germany in
1859 and 1865, made some caustic remarks on the differences in
national character. More important were the Special Reports on
Educational Subjects (1898-1911), published by the Board of
Education and edited by Sir Michael Sadler. They followed the
practice of giving detailed information on foreign systems estab-
lished earlicr by Henry Barnard in his thirty-one volumes of
The American Journal of Education, 1856-81. On the same lines
were the many valuable publications of the United States Bureau
of Education from 1868 onwards. The twenticth century saw the
culmination of these studies in P. Monroe’s Cyclopedia of Education
(five volumes, 1911-13), Foster Watson’s Encyclopedia and Dictionary
of Education (four volumes, 1921-2), Kandel’s Educational Yearbook
of the International Insiilute, 1925—44, the Year Book of Education,
started by Lord Eustace Percy in 1932, and many other publica-
tions in English and foreign languages. However valuable was
the information on foreign systems contained in these publications,
the main “irpose was the utilitarian use applied for the reform
of educat. .n at home. The principles underlying the develop-
ment of national systems were not yet included in the scope of
these studies and only accidentally mentioned in some works.
The first approach to a comprehensive point of view was made
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by Sir Michael Sadler in his How IFar Can We Learn Anything of
Practical Value from the Study of Foreign Systems of Education? pub-
lished in 1goo. Sir Michael said:

In studying foreign systems of education we should not forget that
the things outside the schools matter even more than the things
inside the schools, and govern and interpret the things inside. We
cannot wander at pleasure among the educational systems of the
world, like a child strolling through a garden, and pick off a flower
from one bush and some leaves from another, and then expect that
if we stick what we have gathered into the soil at home, we snall
have a living plant. A national system of education is a living thing,
the outcome of forgotten struggles and difficulties and of battles
long ago. It has in it some of the secret workings of national life.
It reflects, while seeking to remedy, the failings of national character.
By instinct it often lays special emphasis on those parts of training
which the national character particularly needs. Not less by
instinct, it often shrinks from laying stress on points concerning
which bitter dissensions have arisen in former periods of national
history. But is it not likely that if we have endeavoured, in a sympa-
thetic spirit, to understand the real working of a foreign system of
education, we shall in turn find ourselves better able to enter iuto
the spirit and tradition of our own national education, more sensitive
to its unwritten ideals, quicker to catch the signs which mark its
growing or fading influence, readier to mark the dangers which
threaten it and the subtle workings of hurtful change? The practical
value of studying in a right spirit and with scholarly accuracy the
working of foreign systems of education is that it will result in our
being better fitted to study and understand our own.

Most English-speaking writers on education are reluctant to
take the last step and usually avoid any mentioning of “prin-
ciples.” The author remembers how Sir Michael half jokingly
answered his plea for a definite philosophy of education. “The
English recognise no philosophy of education,” said Sir Michael,
“the only philosophy they would accept is tc have none.” But
. Sir Michael himself had a philosophy of education and his studies
served as an indispensable basis for the later development of
Comparative Education.

The first attempt at dealing with Comparative Education from
a philosophical point of view was made by a Russian philosopher
and educationist, Sergius Hessen, who in 1928 published his
“Kritische Vergleichung des Schulwesens der anderen Kultur-
staaten’ as a part of the German Handbuch der Padagogik. Selecting
four main problems of educational policy: compulsory education,
the school and the State, the school and the Church and the
school and economic life, Hessen analysed the underlying prin-
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ciples and then followed this up by giving a critical account of
modern legislation in many countries on these questions. In his
Principles of Educational Policy, published independently in 1929,
the author used a similar method. In addition to the four pro-
blems dealt with by Hessen, the relations of the State and the
Family, National Minorities, Universities, Finance and Political
Education were also included. In the second edition, 1933,
Vocational and Adult Education were added. In the preface it
was stated that ‘“‘the time has come when educational policy
ought to be in conformity with some definite conceptions and
should cease to be a temporary compromise between opposite
tendencies.” To find these principles the educational problems
mentioned were analysed from a democratic point of view and
the modern legislation of many countries supplied typical solu-
tions. Neither Hessen nor the author, however, attempted in
these works to connect in detail the national systems of education
with their historical backgrounds. This was done by I. L.
Kandel in 1933 in his Studies in Comparative Education, which
became a recognised text-book in many Universities both in
England and America. The aim and plan of his book were stated
as follows:

The comparison of the educational systems of several countries
lends itself to a variety of methods of treatment, depending some-
what on its purpose. One method of approach might be statistical

. frcm this point of view there would be compared the total
nauonal expenditures for education, the cost, size and character o
school buildings, per capita costs for different items of expenditure in
educational systems, the enrolment, average aitendance and reten-
tion of pupils through the different levels of educational ladder.
By another method it might be possible to institute a comparison
between education and national welfare and progress as expressed
in statistics of illiteracy, the volume of trade-and comimerce, per
capita wealth, or incidence of crime and poverty. These methods
arc attractive and may some day be useful; at the present stage it is
impossible ¢ itute comparisons of such a character until the
raw matenal, the statistics, become more uniform and comparable.
Still another methiod would be to undertake comparative studies of
the quali*y of education in different countries; this, tec, may be
possible in time, but not before the instruments of measurcment
have been made m ore puricct and reliable than they are at present
v when aims of education in different countries are more nearly
alike, or ﬁnalij,', when tests have been developed which can measure
more accurately the results of education rather than instruction in
fundamentals of subject-matter. In the present volumc [says

Kandel] nont of these methods has been foliowed. The task which
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has been undertaken is to discuss the meaning of general education,
elementary and secondary, in the light of the forces—political,
social and cultural—which determine the character of national
systems of education. The problems and purposes of education lave
in general become somewhat similar in most countries; the solutions
are influenced by differences of tradition and culture of each. The
present volume seeks accordingly to serve as a contribution to the
philosophy of education in the light both of theory and practice in
six of the leading educational laboratories of the world—England,
France, Germany, Italy, Russia and the United States.

Accordingly Kandel paid special attention to nationalism and
national character as a historical background to actual con-
ditions. He did not, however, analyse these factors in detail.
But he quite clearly formulated the necessity of a historical
approach and the study of determining factors.

The chief value of a comparative approach to educational pro-
blems [says he in his textbook] lies in an analysis of the causes which
have produced them, in a comparison of the differences between the
various systems and the reasons underlying them, and finally, in a
study of the solutions attempted. In other words, the comparative
approach demands first an appreciation of the intangible, impal-
pable spiritual and cultural forces which underlie an educational
system; the factors and forces outside the school matter even more
than what goes inside it.

In his monograph ‘“Comparative Education,” published in
1936 in the American Review of Educational Research, Kandel ex-
pressed the same idea still more succinctly: “The purpose of
Comparative Education, as of comparative law, comparative
literature or comparative anatomy, is to discover the differences
in the forces and causes that produce diffcrences in educational
systems.” And we should add here *“to discover the underlying
principles which govern the development of all national systems
of education,” which is certainly implied in Kandel’s definition.

The present writer’s contributions to the Year Bock of Education:
“Comparative Study of European Education” (1936), and
“Comparative Study of Education in Latin America and
Countries of Islam” (1937) emphasised still more the historical
approach and dealt with education in each country as the result
of cultural and national background. The next study, “Educa-
tional Traditions in the English-Speaking Countries™ (1938), by .
its very title laid stress on a historical approach.

Among the Gcrm‘_n-spcakmg plonecrs of Comparau»'e Educa-

o ghoarel A e e Pornlocons Tedndea L QL 23 . TM__ 4
nuu. w<e ahuuu Luc.iuuu xluu;aaw. Lllculabll ouuxcxucx, 11 CLlUl
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of the Institute of Comparative Education, Salzburg. Professor
Schneider started his contributions to Comparative Education
in Cologne in 1930 by editing the International Review of Education
in four languages, Interrupted by the Nazi régime, he resumed
the publication of the journal in Salzburg in 1947. In his latest
book, Triebkrifte der Pidagogik der Vilker, published in 1947 he
systematically covers the whole ground of Comparative Educa-
tion, adopting the historical approach to the educational problems
of many countries. He has divided his material into the following
factors which have influenced educational theory and practice:
National character; Geographic space; Culture; Sciences; Philo-
sophy; Economic life and Politics; Religion; History; Foreign
influences; and the immanent development of Pedagogics. Based.
on a wealth of historical and factual material, Professor Schneider’s
work should be considered as one of the most important contri-
butions to the study of Comparative Education.

It appears that Comparative Education has followed the way
of earlier branches of comparative studies. The development of
comparative law, comparative grammar, comparative religion
and even of the scientific branches like comparative anatomy
followed the same pattern. They all started by comparing. the
existing institutions, living languages or adult organisms. Gradu-
ally, however, these comparisons led the pioneers of these studies
to look for common origins and the differentiation through
historical development. It unavoidably resulted in an attempt
to formulate some general principles underlying all variations.
Montesquieu ! was perhaps the first philosopher who established
this pattern of comparative study. In his famous L’Esprit des lois
(1747) he used both the historical approach and the formulation
of principles in his classification of laws. The nineteenth century
saw the rise of other comparative studies. Comparative Grammar
was started in the eighteenth century by comparison of Sanskrit
and Latjn grammar. In the beginning of the nineteenth century
the Dane Rask and the Germans Bopp and Grimm followed up
the evolution of languages and formulated the first laws of their
growth. Thus modern Comparative Philology was born. Com-
parative Religion had the same history. The modern classification
of religions into tribal, national and universal employs both the
evolutionary and philosophical methods. It is interesting to note
that Comparative Anatomy, a scientific branch, has followed the

1 Both Plato and Aristotle used comparative method, but their comparisons were
limited to small Greek town-communities.
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same way. The Encyclopedia Britannica says: “The study of com-
parative anatomy led to the development of the conceptions
underlying the terms homology and analogy, and an attempt
further to discriminate between these two caused comparative
anatomists to begin the study of embryology in order to determine
the homologies of structures from their mode of origin.”

Comparative Education of the twentieth century has adopted
the same method, and, as Professor J. Dover Wilson said in his
preface to the present writer’s book,

there is no reason why Comparative Education should not prove
as interesting and fruitful a study as Comparative Politics. The time
will come when men realise that the structure of a nation’s educa-
tional system is as characteristic and almost as important as the
form of its constitution. And when it does, we shall have our
educational Montesquieus analysing educational institutions and our
Bryces classifying them.

We have not reached this stage yet, but a great deal of material
has been collected and a start has been made in analysis and
classification.

The task is tremendous and can be successfully completed only
by team work of educationists of all countries and international
cducational agencies. The first step is to study each national
system separately in its historical setting and its close connection
with the development of national character and culture. For
some European nations this work has been done by authors who
combined the gifts of a historian and a philosopher. But in many
cases, especially in non-European countries, the studies were dis-
connected and still await a comprehensive treatment. The history
of education in England, for instance, in spite of many excellent
volumes dealing with some periods or some aspects of education,
has still many gaps to be filled and has not yet produced a single
comprehensive work. The second step would be to collect data
on existing systems of education in various countries. This task
includes statistics on all aspects of educational administration,
organisation and also tests of intelligence and achievements. The
existing statistical information is still in a stage of raw material
not yet ready for comparative treatment. The author attempted
statistical comparisons in the Year Book of Education and has come
to the conclusion that at present they have little value. Each
country has its own terminology, based on national history, its
own classification and its own method of collecting and compiling
statistical tables. In some cases these statistics are only con-
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jectures and serve the purposes of propaganda. Statistical com-
parisons are valid only when they deal with commensurable
units and internationally equivalent terms. For instance the com-
parison of costs per pupil in different countries without going into
lengthy explanations of economic structure, standards of living,
rates of exchange, national traditions, as well as statistical methods,
is not only valueless, but often misleading. Statistical comparisons
of numbers of institutions and students, of hours devoted to each
subject and of equipment are meaningless without their respective
backgrounds. This is especially true of the institutions imparting
secondary and higher education. Only the study of their historical
development and their functional réle in the social life of a
particular nation can give a true insight into their values and
thus lead to a valid comparison. To enable such statistical tables
to be used by comparative education an international authority,
like UNLSCO, should establish a recognised dictionary of all
educational terms in different languages and accepted equivalents
of educational values.! The attempts made in this direction
both by the Year Book of Education and the Annuaire of the Bureau
International d’Education, Geneva, must be considered unsatis-
factory, and the task is now inherited by UNESCO, which may
succeed where previous efforts have failed.

The comparison of educational values by psychologists in
applying various tests to pupils and students in different countries
is still in its initial stage. This method may in future bring
valuable results and lead to the establishment of internationally
recognised quotients. At present this method can be used only
within certain limitations as the standardised tests are fully
applicable in the country for which they were devised. In the
Soviet Union, for instance, the authorities discontinued the appli-
cation of psychological tests devised in Russia to the pupils in the
Central Asiatic Republics, as the Uzbeks, Tadzhiks and Turk-
mens were invariably below the Russian children in their 1.Q).,
which did not correspond to real conditions in the majority of
cases. Testing Indian or African children by European tests
usually leads to quite wrong conclusions. It appears that at
present at any rate neither the purely statistical nor the psycho-
logical method of approach can furnish Comparative Education
with a firm foundation on which to build.

The questicn arises whether educational values can be com-
pared at all. Our scepticism should not go so far. If educational

! This work is being undertaken by UNESCO.
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values of different national systems often cannot be compared by
mathematical methods, a valid comparison of their functional
role in their respective situations may be successfully attempted
and fruitfully achieved. That brings us back to the thesis that
national systems of education as well as national constitutions or
national literatures are the outward expression of national char-
acter and as such represent the nation in distinction from other
nations. If we could separate and analyse the factors which
historically were active in creating different nations we should
go a long way towards a definition of the principles which underlie
national systems of education. The English usage of the term
“nation” is not a sure guide in this case. We speak for instance
of the “British” and the “Irish”; both terms it appears may be
applied to the Northern Irish, but not to the Southern Irish.
We speak of Soviet “‘nation-wide” measures, implying by it that
all the sixteen national Republics which constitute the U.S.S.R.
are in fact a single nation. When we sometimes speak of the
South Africans it appears again thiat we include in the term the
white minority only, whether Boer or Briton, but not the native
and coloured population, which forms the majority of permanent
residents of the country. The English language in its common
use of the term empbhasises the citizenship rather than the “nation-
ality.” '

In the “Educational Traditions the author has enumerated
five factors which make an ideal nation: (i) Unity of race, (ii)
Unity of religion, (iii) Unity of language, (iv) Compact territory
and (v) Political sovereignty. One of the factors may be lacking
without seriously endangering the unity of national culture.
Belgium, for instance, lacks linguistic unity, having two national
languages, Flemish and French, and in spite of difficulties is
nevertheless a nation. Holland is divided by religion, the Latin
American Republics include in their population three distinct
racial stocks, and Poland for a century was deprived of her
political sovereignty, and yet all these countries are nations in the
full sense of the word. In certain circumstances even two factors
may be absent and if the divisions thus created do not coincide a
nation may be formed. In Switzerland, for instance, the popula-
tion is divided both by language and religion, but the lines of
division cross and did not prevent the birth of the Swiss nations
But in South Africa where racial, linguistic and religious divisions
run parallel it is very doubtful if thc Whites and the Blacks will
ever form a single nation without fundamental changes in their



