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GENERAL EDITOR’S PREFACE

Bloomsbury Cultural History of Education

Education has not always been well recognized as being central to cultural history. Even the leading British cultural historian, Peter Burke, could omit education from his own list of the inner circle of neighboring forms of history and related disciplines, despite its importance in much of his own work. According to Burke, this inner circle of neighbors included intellectual history, social history, political history, history of science, history of art, history of literature, history of the book, history of language, history of religion, classics, archaeology, and cultural studies.1 Yet education has a strong claim to be integrally involved in all of these areas. The anthropologist Clifford Geertz was perhaps more alert to this when he noted in The Interpretation of Cultures that education was indeed fundamental when attempting to match “assumed universals” with “postulated underlying necessities.” On a social level, Geertz continued, this was because “all societies, in order to persist, must reproduce their membership.” In psychological terms, moreover, “recourse is had to basic needs like personal growth—hence the ubiquity of educational institutions.”2 Even earlier, Raymond Williams in The Long Revolution pointed out the “organic relation” between the cultural choices involved in the selection of educational content and the social choices involved in its practical organization, and demonstrated how these links could be traced and analyzed historically.3 This six-volume series, the Bloomsbury Cultural History of Education, seeks to build expansively on these essential insights.

After the Second World War, there were a number of historical texts that sought to explain educational changes since Greek and Roman times.4 Since the 1970s, such a broad chronological sweep has become increasingly rare. An international infrastructure has grown for research into the history of education, with its own societies, journals, and conferences now well established.5 Internationally, for example, the International Standing Conference for the History of Education (ISCHE) supports an annual conference and a journal, Paedagogica Historica. There are national societies around the world with their own conferences and journals, including the USA, the UK, France, Australia, and many others. However, these have often tended to promote specialist research in particular areas rather than broad synthesis.

Indeed, this process of increased specialization has tended to be both horizontal and vertical in nature. Horizontally or laterally, as it were, journal articles often are only able to engage with relatively narrow aspects or historical contexts in a detailed manner. They have tended also to be largely confined to study of the local or national picture, although recent “transnational” research has provided a significant corrective to this.6 Vertically, they largely eschew a longer-term framework for the field conceptualizing continuity and change since ancient times. They have also increasingly concentrated on the most recent periods, the nineteenth and twentieth centuries, rather than on earlier ages.

The current project offers a form of coherence and indeed synthesis in the history of education. Perspectives based on the cultural history of education promise to highlight continuity over time, and the resilience of practices, values, and ideas. As one collection of articles based on an international historical conference has concluded, “there may be remarkable periods of stability for cultural and educational formations and the role they play in the making of particular ethnonational-religious communities,” even though there is also “seemingly inevitable challenge, reform, sometimes regression—always change.”7 In this respect, the Bloomsbury Cultural History of Education series offers both a general synthesis of recent international research and an overall conceptual framework linking together different epochs, to inform and stimulate further work in the field.

Early work in the cultural history of education arose from a new approach to the history of education that fought against its traditional preoccupation with the growth of national systems of modern schooling, while embarking on a wholesale revision of its key aims and aspirations.8 In a landmark publication in 1960, Education in the Forming of American Society, Bernard Bailyn called for a widening of the scope and definition of “education” in educational history. According to Bailyn, it should be concerned rather less with the rise of modern schooling and much more with educational processes as they have occurred in many different kinds of institutions and milieux, pervading individual lives and collective social experiences. Topics and problems in a “new” educational history would not be restricted to “those bearing on schools, teachers and formal instruction,” and it would consider nothing less than the “process and content of cultural transfer.”9 Bailyn hoped, indeed, that education itself might be reappraised “not only as a formal pedagogy but as the entire process by which a culture transmits itself across the generations.”10

Following the earlier works of R. Freeman Butts,11 it was Lawrence Cremin who did the most to define and explore the cultural history of education. Cremin proposed that “education” should not be regarded either as age-related or as being confined to schools, but that it constitutes, far more broadly, “the deliberate, systematic, and sustained effort to transmit, evoke, or acquire knowledge, attitudes, values, skills, or sensibilities, as well as any outcomes of that effort.”12 This was a set of processes more limited than terms such as “socialization” or “enculturation” might imply.

Nevertheless, it undoubtedly takes the idea and practice of education, in Cremin’s words, “beyond schools and colleges to the multiplicity of individuals and institutions that educate—parents, peers, siblings, and friends, as well as families, churches, synagogues, libraries, museums, summer camps, benevolent societies, agricultural fairs, settlement houses, factories, radio stations, and television networks.”13 Cremin himself embarked on a three-volume history of American education based on this central premiss.14 The organization of chapters in the current serial production owes more than a little to Cremin’s classic design.

Cremin’s approach to the cultural history of education has often been criticized, both for its practical limitations and for its extensive vision. For some, he appeared so preoccupied with the many informal educational institutions of modern society that he allowed too little space to accommodate the growth of modern schooling.15 For others, such as Harold Silver, the project was itself a perilous pursuit:

The attraction and importance of extending the history of education into such fields as the history of the press and the modern media, church activities and popular culture, are obvious. So are the dangers, with the possibility of the emergence of an amorphous history which fails to locate discrete educational institutions in a clear relationship with other processes, and also fails to establish acceptable and understandable definitions of wider educational territories.16

Its application to the United States since the late eighteenth century was itself an ambitious undertaking. In the current volumes, such a project must be scrutinized against the widest possible canvas of time and space, from ancient times to the present.

The past generation has witnessed the rise of cultural history in its many forms and variations.17 At the same time, an extensive literature has developed the cultural history of education further in a number of areas, including the emergence of a “new” cultural history of education.18 Lynn Fendler emphasizes language as the “material stuff” of new cultural history and insists that such history is generally oriented to be critical of “mainstream histories,” but concludes that “new cultural history opens up many more possibilities for history of education: more topics, more perspectives, more analytical possibilities, more directions, and more interdisciplinary collaborations.”19

Key examples of research on the cultural history of education in the past two decades include that of Harvey Graff and others, who have understood the history of literacy in terms of its social and cultural practices.20 Peter Burke has produced a detailed social history of knowledge, including changes in media and communications, in two volumes.21 Other work has explored religion and morality in society, with the church as a key defining educative agency alongside the family that has also attracted extensive interest.22 Children and childhood have been the focus of much historical interest since the early work of Philippe Ariès.23 Teaching and learning have been widely discussed for their longer term historical characteristics, not only in schools and other formal educational institutions but throughout life and society.24 The notion of learning lives, or of learning throughout the lifespan, also introduces the aspect of individual agency that can be examined through case studies of life histories.25 In more global terms, cases of cross-cultural encounters and their consequences have been documented in depth and detail.26

These key themes are explored in depth in the six volumes of the Bloomsbury Cultural History of Education series. My warmest thanks go to the volume editors who have each produced excellent collections of original essays by leading researchers in this burgeoning field, to the contributors of these essays that navigate and interpret such broad areas of territory, and to the publishers for their patience and support as this project has developed.

Gary McCulloch

Brian Simon Professor of History of Education UCL Institute of Education London

December 2019


Introduction

Education in the Age of Empire 1800–1920

HEATHER ELLIS

INTRODUCTION

The nineteenth century is remembered in a variety of ways in the history of education, but whether long or short, the age of nationalism or of empire, it is always important. Other periods are frequently defined in relation to it; the eighteenth century has been described as a “reservoir of educational strategies” for the nineteenth century and the twentieth century is often viewed as dominated by its legacy.1

The Cultural History of Education series has given the title “Age of Empire” to the nineteenth-century volume, which covers the period 1800–1920. It is worth pausing to think about this for a moment. The phrase, “age of empire” has most famously been deployed by Eric Hobsbawm in his tripartite series covering the modern history of Europe.2 Specifically, he characterized the final third of the “long” nineteenth century, the years from 1875 until 1914, as the “age of empire.” This period certainly corresponds to the highpoint of Western imperialism; but despite Hobsbawm using other metaphors to describe earlier parts of the nineteenth century, namely the Age of Revolutions (1789–1848) and the Age of Capital (1848–75), there are, I would argue, good reasons to consider the entirety of the long nineteenth century (defined here as 1800–1920) as the “age of empire.”

Firstly, it is important to consider the term “empire” critically. Its most familiar definition is that given by Catherine Hall and Sonya Rose: “a large, diverse, geographically dispersed and expansionist political entity” that reproduces “differentiation and inequality among people it incorporates.”3 “At its heart, empire is about power.”4 Such a definition would characterize accurately the far-flung colonial empires that cast a long shadow over much of the nineteenth century including those of Britain, France, Germany, Italy, Belgium, and Japan. Some distinction needs to be made, however, between these “empires overseas,” as Joyce Goodman, Gary McCulloch, and William Richardson have termed them,5 and the large, contiguous land-based empires that were equally significant in power and influence, which included Russia, China, the Ottoman Empire, and Brazil. There is a strong case to be made for including the USA in this group as well, which expanded post-independence to dominate much of the continent of North America.

As Marc Depaepe has noted, the useful split which Goodman, McCulloch, and Richardson make between “empires overseas” and “empires at home” makes most sense for those Western European colonial empires in which considerable geographical distances separated metropole and colonies, and in which the involvement of the colonial power in educational matters was a relatively new and sudden development.6 For land-based, continental empires such as Russia, Austria, and the Ottoman Empire, although large in geographic terms and diverse in cultures, their territorial contiguity and centuries-long social, political, and economic entanglements rendered the distinction between “home” and “away” far less clear.

This distinction is also important when we reflect on how to use the terms “nation” and “empire,” which are crucial to understanding the educational history of this period. While much good work has been done in recent years by historians to argue for the abolition of a dichotomy, which is still widely used in sociological and international relations literature,7 some differences in how we use the two terms remain important. Daniel Tröhler argues convincingly for the need to retain a respect for national differences in the study of the emergence of mass education systems in Western and Central Europe in the nineteenth century.8 He criticizes sociologists of education for identifying “myriad international similarities, despite the fact that the national educational systems were instituted on national agendas.”9 Instead of a history of “European standardization” in education, he argues for a “European history of education, reconstructing a striking educationalized nation-building in its diversity and transnational flows.”10

In Western European states including Britain, France, Germany, and Italy that all developed mass education systems over the course of the nineteenth century,11 although linked, the discourses of nation and empire remained distinct, largely because of the usually substantial geographic separation between the imperial metropole and its colonies. Hence the possibility of describing “empires overseas” and “empires at home” in relation to them. The same would also apply to the Japanese Empire. In the case of contiguous land-based empires, however, the link between nation and empire was much closer. Many such empires including Russia, the Ottoman Empire, China, Austria, and arguably the USA as well sought with varying degrees of success to make the geographically contiguous imperial territory coextensive with a Western-style version of the nation-state; and the attempted introduction of state-sponsored mass education systems was a crucial part of this.

This was something never attempted by Western colonial powers with regard to their territories overseas with the possible exception of the French in Algeria, which was officially incorporated into metropolitan France in 1848. As a result, we tend to see much weaker state-sponsored educational initiatives in the colonial empires of European states. While there are differences, in general, large-scale formal education for the masses was primarily left to local political elites and religious movements—in particular, missionary groups and charities—to establish and organize. Hence the great variety in the nature, extent, and effectiveness of formal education in the colonies of Western empires.

This also cautions us not to restrict our understandings of education to formal state-sponsored schooling or, for that matter, to formal schools sponsored by any organization or body. In the vast majority of cases, these were restricted to initiatives offering elementary education. With the partial exception of the USA, access to secondary and higher education remained limited to the most well-off in society and, for the most part, to men. In addition, as much recent work has shown, the effectiveness of formal educational initiatives, whether sponsored by states, religious organizations, or charities, was substantially limited by a range of actors with their own agency and agendas. These included most obviously parents, teachers, and the children themselves but also religious groups (where the state or a particular religious group was the sponsor), local elites, and traditional educators.12 Following the suggestions of Lawrence Cremin, we should be expansive in our understanding of what education is and where it takes place.13 For Cremin, we should focus on “the multiplicity of individuals and institutions that educate,” which include parents, siblings and wider family, churches, synagogues, mosques, libraries, and museums.14 There are many stories to be told of the development of informal educational spaces as well as counter initiatives developed by indigenous peoples in the long nineteenth century which intersect and interact with the more familiar narratives of the development of state and missionary-sponsored education.

Finally, in this introduction I want to point to recent work in transnational history and historical geography that emphasizes “empire” as a complex, networked space rather than a political and cultural entity or actor.15 I am keen to consider the long nineteenth century from the point of view of “empires” as spaces in and across which a wide variety of educational actors, objects, and ideas traveled, driven by an equally wide range of motivations and purposes.

EMPIRES OVERSEAS

Following Hobsbawm’s sense above, the best-known story of “empire” in the long nineteenth century is that of the ongoing overseas expansion of a number of Western European countries including Britain, France, and Germany, joined later by powers such as Japan. Yet even here there are important distinctions to draw. While many Western and Central European states laid claim to large parts of North America, Africa, Asia, and Oceania, only Britain exported considerable numbers of its own population to “settle” some of its overseas colonies, notably Canada, Australia, New Zealand, and South Africa. As Laurence Brockliss and Nicola Sheldon explain, these were “settlement colonies where wave after wave of white immigration had quickly overwhelmed the small indigenous populations and eventually led to the establishment of self-governing but dependent clones of the mother country.”16 Elsewhere in the world—“in India, South-East Asia, Africa and the Caribbean—European immigration had generally been very limited, and a minuscule colonial elite, ultimately taking orders from the metropolitan government, was in charge of large swathes of territory occupied by native peoples who were seldom ethnically or linguistically homogeneous.”17

The development of formal education in Britain’s settler colonies was of necessity affected by discussions about state-sponsored schooling in Britain. In the early nineteenth century, it sometimes happened that land was reserved to build an elementary school when new settlements were established; what was more common, however, was the decision of the colonial administrations to allow inhabitants to set up schools of their own. Few of these institutions, however, had a significant educational impact with the majority of successful schools in the mid-nineteenth century being organized, as in Britain, by church groups and charities. By mid-century there were growing calls for the colonial authorities to provide greater levels of financial support and practical intervention. The majority of the settler population in Australia and New Zealand, for example, were farmers and people were concerned that most schools were located in urban areas.18 A major driver of popular schooling in Canada was wide-scale social unrest. In the 1830s the colonial government in both Lower and Upper Canada witnessed significant opposition and uprisings; in these conditions, mass education was introduced in an attempt to avoid further social breakdown and unrest. A system of public schools sharing a curriculum and staffed by qualified teachers was set up designed to educate all the children of settler families.19 Interestingly, the system’s architects based their design on the school system in Ireland which had been established over the course of the 1830s. It even recommended that textbooks printed by the National Board of Commissioners in Ireland be used in Canadian schools.20

While Britain’s settler colonies saw free, compulsory mass schooling established, the same cannot be said for the other colonies of European empires, particularly where European settlers were in the minority. This was not for want of trying. For most colonial powers, state-sponsored education still represented what they considered the most effective way to instil loyalty and imperial patriotism. Algeria’s governor-general declared in 1847 that “one school will replace two battalions.”21 Both France and Britain also liked to make much of the “noble” and “improving” function that their colonial projects were, they said, designed to effect and education was central to this project. In their own words, mass elementary schooling was intended to spread Christianity, morality, discipline, self-control, hygiene, and basic practical skills in manufacturing and farming.22

Despite this, however, the British state was decidedly hands-off when it came to setting up education in its colonies. In large part it relied on voluntary efforts, in particular, those of missionary societies with international networks, to provide basic education as part of their missionary work. Direct involvement on the part of colonial governments in the British Empire would only take place if there was seen to be an urgent need. This is in somewhat stark contrast with the French, who, given their secularist outlook where education was concerned, chose rather to found colonial schools that were funded and run by the state. In Algeria, for example, despite low initial levels of state involvement—by the end of the 1870s there was only a small number of state schools catering for children who spoke French or Arabic—by 1883 a much grander plan had been put in place, based directly on changes that had already been implemented in France. Following the 1883 change in policy, all communes in Algeria were to benefit from a compulsory state-funded school that was free to attend, offering a comprehensive education in French to all girls and boys of school age.23

Among a number of other factors, Antonio Nóvoa called in 1995 for the history of colonial education to focus much more on rediscovering the experience, identities, and political actions of educational actors in colonial spaces.24 One of the ways this call has been most effectively answered has been in the many examples of recent work by historians investigating the agency, experiences, and resistance of indigenous peoples who were subjected to the
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