CHAPTER 1.

Education - Aiws, Policies and Systeus.

a) L'Ere de Nouvelle.

As education is a spiritual renaissance, one nust
expect L'Ere de Nouvelle(l) as a continuous growth rather
than as a historical event.

Petersen points out that wman is loath to accept
anything novel as regards cultural and spiritual values
such as nusic, poetry, architecture and education.

"Dink net aan die Vroegrenaissance in Iteli&, aan
Rienzi, aan die Restaurasietydperk in Frankryk

(na 1915), toe 'n historikus en politikus kon
ultroep: L'ewpire dure toujours; dink aan die
landbouhervorning van die Gracchi wat die toestande
van die 2de en 3de eeu voor Christus wou terug-
plaas na die 4de en 5de voor Christus.“(2)

Where there is a tendency towards the novel, the new,
it is youth to a great extent which will take the lead,
fearlesgssly if souewhat irresponsibly.

"Die jeug, trouens, verteenwoordig die elewent van
onrus in alle kultuur."(B)

Any wovewent which may be terwed new in so far as it
represents & tendency as yet unaccepted, will seldom have
its origin in the theory and policy of one person, or even
of one country. When the New Era 4 clainied the attention
of pedagogues, they immediately realized that. it had
gpontaneously and siuultaneously arisen in various

(1) "The New Era."

(2) Adolf Matthias: Die Neueuropdische Erzichungs-
bewegung, p. 13. "Just think of the Early Renaissance
in Itely, of Rienzi, of the Recstoration Period in
Prance (after 1815), when an historian and politician
could cry out: May the Eupire last for ever; think
of the agricultural reforuation of the Gracchi which
would retard conditions of the 2nd and 3rd centuries
B.C. to the 4th and 5th B.C."

(3) 4ivid, p. 15. "The youth, in fact, represents the
eleuent of unrest in all cultures."”

(4) The "Schule der Werdenden Gesellschaft.™
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countries as the thought-product of various teachers.

So Jan Ligthert spoke of his new tendency in education

ags "Het volle Leven“sl)cvide Decroly gave his school the
wotto "Pour la vie par 1la vie"SQ) in Germany the schools
were known as "Lebenschulen", "iIrlebnisschulen” and "Iebens-
geweinschaftsschulen", while in Xngland 'New Schools,"
"Tellowship Schools” and "S3School Coumwunitices" arose; to
euiphasise their social character fiaria ..ontessori cszlls her

schools "Case deil bambini"s3)and in the Northern countries

(5) were used. But

neumes like "for Livet"(4)and "Friskole"”
not only in surope was this new trend evident. Far to the
Tast and far to the ﬁest the New School; the School of the
New Era, had struck root. Tagore calls his school the
Shantini-ketan, the "House of Peace , and Booker Washington
in Tuskagee in Alabawa, John Dewey‘in his training school =zt
the University of Chicago, and the work of the Lincoln
School at the University of Coluwbia all bear the hall-mark
of Preedow in the educational trend.

The fundawentals of change lay in 2 new philosophy
of life which had becoue popular frow the beginning of the
twentieth century - a philosophy favouring socialisu,
freedoa, life, portraying itself in literature, art,
philosophy, econowics and politics, as well as in educationg6)
It was, in fact, a re-renaissance!

b) The Profile c¢f the "0ld" School:

Hugo Gaudig (7)describes the "old" school in the
simple phrascology "The Teacher's School", for it was the
teacher, he says, who was thc "owner" - he "owned" know-
ledge, which ensured hiw power over the ignorant, hence
poverty stricken, child. His position, ensconcced by this

Ligthart's education in the Ilague. "Lifc to the full."
"For life through lifc."

"Howes for children.”

"For life."

"Free Schools."

Adolf etthias: Die Neueropiische Erziehungsbe-
wegung, p. 44.

ibid., p. 23.
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knowledge which was power, was an iuposing cne, standing
out in stark but misleading realisw against the presuned
ignorance of the child, ignoring to a large extent the
knowledge and ebility which the child, in spite of his
evident lack of knowledge, still did possess.

It was with a degree of affectionate, superciliasry
concern for his wmental welfare, cowbined with a condolent
superiority towards his abysmal ignorance, that the teacher
treated the child. This attitude was in keeping with the
psychologicel approach current at the time - that ¢f Herbart
according to which the synthetical rcgulates the whcle
process of education.

The next phase, however, was one of intensive study
in the realm of child psychology, and the work of students
like Binet, leuwann, Decroly and i.ontessori bore fruit.
The domineering lecture was slowly but surely superceded
by the questivon-and-answer method.

"Die kuns van vrae stel behoort verreweg tot dic

belangrikstc dele van alle leerkuns. Dice onderwyser

wat gepas en handi% vrae Kan stel, besit die gehein

van goed les gee.” 1

In this "0l1ld" school the pattern of the class was
that of a2 well-disciplined regiment,(2)offering little
opportunity for the natural ability, talcnts and crecative
cultural achievewments of the pupil.

Too often this scnool labourcd under the task of
adopting artificial and obortive necesures of mwaking less
vital metters secw interesting and important to the class.
Too early wes a socalled sense of duty instilled. Petersen
cowplains of the wethods of "afskrywe, uit die kop leer,

rapportecr tuis, ocorve&, stawpe, pakke slae, ow nie

eens tc praat van uitskel en sarkastiese opuwerkings
nie." '

(1) ibid.,~. 23: "The zrt of questioning belongs by far
tc the most iwportant part of education. The teacher
who can interrogate fittingly and skilfully posscsses
the sceceret of good tcaching."

(2) ivid., p. 35

(3) Adolph icatthias: Dic NeueropPische Zrzichungsbewe-~
gung, p. 39: "Jriting to dictation, weworising,
detention, reports, a bor on the ear, jolts,
hidings, not tc wention abuse and sarcastic rewmarks.’
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The purpose of the old school, ©eccording to Petersen,
was to bring clarity intc the realw of thought of the pupil,
to regiwent his idees, and to analise everything o the
uinutest detail, ending with tne inevitable wmoral.‘l) The
nain criticism of this approach wcos that the pupil was not
placed in the only situation where he was really afforded
the opportunity to act, to live, tc apply the worsl princi-
ples, for here and herc zlone lies the battleficld for the
application of true worsl virtue such =as courage, fidelity,
perseverance, comradeship and helpfulness. “
tion for life itself the pupil wes trained through zetual
practical situations for thc calls of his own society
as well as for the demends of humanity, and the dualism
between comradeship and dowination vanishes,

By prepara-

¢) The Profile of the "New" School:

The origin of this school must be scught in the ex-
periments of Pcstalozzi in Burgdorf, his disciple Friedrich
Proebel, Tolstoy at Jasnaja Poljana, the Danish "Vryskool-
beweging" 3and the "uyerry school" (vrolike skocol) of Dr.
Eugenie Schwartzwald in Venice. The Dalton Plan and the
Howard Systes can be cowpared with this usovemcnt., To this
school belongs the scientific and fruitful work of the
ilaison des Petits in Gentve, connected with the Rousscau
Institute. ienticn should be wade of the Cowuunity Schools
in England (Brackcnhill, /irundal and St. Christopher's
Sehool at Letehworth.) In Geruany the schools in Hawburg,
Bremen, lmagdeburg, Spandau, Berlin, Dresden, Chemnitz,
Leipzig, Gere, Jena, Lilbeck, Krefeld and others, and in
Switzerland the school of the Quakers at Glind &nd the
International School at Gendve -~ &nd in addition sporadic
experiments in Budapest, Russia and Bulgaria -~ all share the
sawe ideals. These schools have shown 2 certein reforma-
tory character with regard to the ideas of the Landcrzie-
hungsheime, as for exawuple in the types of the Gerwman
schools of Letzlingen in Hanover and Fax Bond's Lander-

(1) Adolf Latthias -~ Dic¢ Neueropidische Erziehungsbewe-
gung, pa. 40.

(2) 4ivid., p. 41.

(3) ibid., p. 142.
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zichungsheiw at Gandersheicw, and in Iuserke's schicol un
the island Juist 2os wcll as in the experimental school ¢n
the isleand Scharfenberg near Berlin.

Closely counncected with the L'Zre de Nouvelle, es-
pecially in its cultural cuphasis, is the Danish "Volks-
hoogskole", represecntcd by wen like Frederik Schroeder,
Vilhelw Poulsen, Alfred Vedel, the Internaticnal High
School at Helsingfors (founded by Peter lianniche in 1921
and bearing & supra-nzticnal stemp), and the Landerzie~
hungsheiia ¢f the Danish wontessori grcup at Egelund,(l)

In the sane spirit Albrecht licrz worked in Stuttgart,
the same city wherc the VWeldorf-Astoria schocl, following
Rudolf Steincr, built the youth "in body, wind and soul” so
that they wight rediscover the world in themselves, true
to thce motto: "Iw Geiste sich finden heisst l.enschen ver-
binden; i lienschen sich schauen heisst velten erbaucn.”

The new spirit in education was responsible for the
success of Cizek in Vienna and the institution for girls
ot Eggenburg, both ¢f which stood in a new relation to-
wards youth, and a2lso that of the Bakule schcol for
cripples in Prague.

This sazme humenitarian, cosuiopolitan spirit charac-
terises the work in Charltcn Court, <ngland (that ¢f the
Caldecott Association) and of the feoundrrs of the school
et Great iissenden Bucks, Alicc Jouenne, Director of a
Peris Cpen Air School, the followers of Roger Causinet,
msurilio Salvoni in his schicocl at Gazzada in Cowoe, and
others.(2)

Reports testify elso to the fact that this new
trend in education clicited syumpathy es well as intcrest
on the part of the parents. The very fact that there was
a new parent-teacher (houe~schucl) relaticnship, was
prcof of thce dire necessity as well as ¢f the success of
the New iducation.

The question might be put as tc whether an inter-
naticnal fellowship - a "comwunio awmicoruw gynasii omniuw

(1) Adolf Lintthias - Dic NeueropHische srzichungsbe-
wegung, p. 144.
(2) ibid., p. 145.



6-

terrarun" according to Bornewenn of Vicnna - was cither
purposely planned or inevitablc. The answer, underlined
by a tclegraw frow the chairman of the Germen Assceiction
¢f Gymnasia, Gustav Uhlig c¢f Heidelberg, tc the French
scheler, lenri Peincaré, in 1911, does suggest ¢ "huwani-
terian internasionale.”

d) Growth of Tducation: Frow University to Schocl:

Crawcr ond 3rowne give a resuid of the history of
school systems.(z)

The first Universities were cuumunitics of scholers,
gathered tcgether in a loose assceliaticn, with no esteablish-
ed physicel locaticn, known g "studiuw." Sowe of these
medieval teaching ccLuunitics were cxcepticnally large -
Padua in the fiftecnth century having 35,000 students.

It was the devclopument of the universitics that
brocught a2bout the organisation of secondary scucols, the
first o¢f which was c¢stablished at tlantua in 1423 by
Vittornic de Feltre, including passages froa the Clossics,
carefully sclected, as Greck and Lotin writers had been
frowned upon.

It was, of ccursc, the Recnaissance which ovpened the
way to public schccls, Vinet's Collége de Guyennc reaching
the height of its influence abcut 1556 -1570. The French
lycée, thc Gerwan gyunasiuw, the English public school
and the grearoar gschecl of the Awcrican Colconics fcecllowed.

e) Scue Educationzl Systcws:

Prou the Geruan sidc (under Hecker) cane the Real-
schulen, which arose ©¢s @ protest agesinst the rigorous ond
non-functional curriculuw of the Gyunasiuw abcut 1747.
These included Gernisn, French, Letin, writing, drewing,
history, gccgraphy, gecuetry, acrithiaetic, wcchanics,
arcnitecturc, religicn and ethics.(3)

Gerunn schocls under the Bupire (1870 -1918) wede
practical provision for the natiuvnal educaticnsl require-~

(1) Adolf Letthies - Die NeuercpHische crzichungsbe-
wegung, p. 54.

éE) Contcuporary iducaticvn, p. 190 f.

3) 1ibid., p. 192.
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i) Thc¢ Vorschule; cges 6-8.
ii) &) The Velksschule (up tc age 13),
b) The rittclschule (un to age 15), and
¢) The Gyunasiui or Reazlgymnasiunm or Ober-
rcalschule or Lyzeuw (ages 9-17).

The Ldittelschule and the Volksschule led to the
Fortbildungschule, and then to the Fachschule or the
Tcchnische Hochschule, these at zge 18. The Gyunasiuw
or Realgymnesiuw or Ovcrrcalschule cr Lyzeuw lcd to the
Universities and cother Hochschulcn, also, a&s in thc case
of Fachschulen and Technische Hochschule, at 18.

In Yest Berlin (1952) +the following systcm(l)
afforded cpportunitics for wcdern wethods c¢f teaching

wents in the following:

©

¢specielly in the Grundschulcn, scecondary schools being
tiore conservetive. (Psychological scrvices for schools
were gradually built up, 17,000 children in 1951 receciving
treatuent in Yest Berlin. This figurc rcepresents "“only
a fracticn of the cases necding attenticn.")
i) Crtches aznd Kindergartens (zges up to 5).
ii) Grundschule (ages up to 11).
iii)a) Wissenschaftlichecr 7weig (uges up tc 18.)
b) Technischer 7weig (cges up tc 15) and
¢) Praktischer 7weig (zpes up to 14.)

The Technischer Zweiy ond the Prektischer Zweig lead
up to the Berufsfachschule (ages up to 18, the ages of
the Wissenschaftlicher) when the Berufsfachschulc and the
Wissenschaftlicher lecd to one of

&) The Pree University,

b) Hochschulen (lusic, Fine Art, Theclcgy,
Pcliticel Science) =nd

e¢) Pachschulcn {Tcchniczal University).

An attractive, prictical systcw is thet of the
German Deuocratic Republic : which way be sunwiarized
briefly as fcllows:

El) Conteuwporary Zducation, p. 454.
2) ibid., p. 455.
(3) ibvia., p. 467.



i) The Pre-schocl stoge: ages 3-5.

ii) The Grundschulec; a T-year coursc bringing the

ages up to 12.
iii) The Bxploratory Division tu sclect ond prepare

nupils fer the next stage; this lasts for
2 years, bringing the ages up to 14.
iv)a) The Beruflschulen are Part-tiire Vocotional
schocls (ages 15-17), 1lcuading to
b) The Advanced Technical Schecls (ases 18-19)
leading in turn to
¢) The Technical University (ages 20-22).
v) The Oberschulen (s2gcs 15-~18) cetering for

a) licdern Lenguagces,

b) Classical Languages, ond

e) Scicnce =2nd Lathecuaties, which in turn led to
vi)a) Tertiary Arts Schools,

b) Hcehschulen, @nd

e¢) Universities, the ages here being 19-22.

f) what is "New"?

To say that there arc signs ¢f a ncw approach to
education would be true encugh but 21lsc vague cnough to
neccssitate a clear statewent on what is uecant by "new".

"The recognised way of pinning down sciething that
is felt to be in the air is to adopt soue cast-off phrase
and tack the word "New" before it" says lLr. van Wyck Brooks
in his "America's Cowing of Age."”

"It seeiis inherent in human beings to regard their
own period as cne c¢f notable change. we arce continually
telling each ¢ther that this is a critical time, that we
are at the parting ¢f the woays, that vital issues lic in
cur hends at the present wonent", as John Adaws rewinds
us.(l)

Without falling foul of the danger of generali-
sation with its acccuwpanying vagucness, it wight be true
tc suiniarise the situaticn by saying thet 2ll the newer
tendencics are pasdocentric. After apologising for his -
use of the word which he calls a "hybrid adjcctive", John
Adauws admits that "paedocentricisi." should be accepted as

(1) »odern Develcprents in Bduecational Practice, p.Z2.
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the nawe for the underlying principle of the New
Teaching. He justifiecs the use ¢f the word as fullows:
"iicntescrrianisw is & constant sweeping away of

everything - except perhaps apparctus - that can ob-
scure our view of the living child." Everything centres

in the child, 2nd the teacher, suv far frow being a con-
petitor for attention, is to be kept scrupulously out of
the way, c¢xcept in s¢ far as she is called upcn by the little

perscn whe ovececupies the focus of the liwelight. The Dalton

Plan again asks the tcecher to step aside, and let the
childrcn act on their own acccunt. The Intclligence Tests
put the child in the forefront; even when the investiga-

tions eare carried cut by groups, thce ultinate result is
estimated by the light it throws on the nature of the
individual child.

The subjcct-matter of the tests is of iuwportance
¢nly in so far as it fits intc the needs of the individual
child, who forrms the ultinate unit ¢f the teacher's werk.
Supervised study, =gain, centralises the child. The¢ Gary
Scheuie delibcrately builds the school round the requircrents
of the child: thesc douinete everything. The Play day with
2ll that it iwplies is ccnspicuously worked cut at the

address of the child. The Prejcet Eethod(i§ 2 couplete
1

surrcnder to the child's point of view."

g) FHducation in its Relation to Life:

It is Spencer who introduces us to the useful and
the ornamcntal - the relative werth of knowledge-

"We are none of us content with quictly unfclding
our own individualities to the full in all direetions,
but have a restless craving t¢ iwpress our individua-
lities upon cthers, and in sowe way subordinatc them,"(2)

Educaticn has its intrinsic value, which stands in
cpposition tu its extrinsic effects upon otners. Soue
sece this contrast in terms of science and art, which
differ esscntislly in their aius - science taking cog-
nisance of 2 phcnounencn, and endeavouring to ascertain its
law; art proposing to itself an end, and looking cut for

(1) iodern Developuents in itducaticnal Przctice,p.l4,
(underlining wine.)
(2) Spencer: “ducatiocn, p. 5.
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means to effect it.

Education is essentially related to hunan life.
Spencer classifies in the corder of their iwmportance, the
leading kinds of activity which constituted huwan life
as follows:

1). Those activities which directly minister to
selfprescrvation;

2) Those activities which; by securing the
necessities ¢f life, indirectly uninister to selfpreser-
vation;

3) Those activities which have for their end
the rearing and discipline of cffspring;

4) Those activities which are involved in the
maintenance of proper sccial and political relations; and

5) Those miscellancous activities which fill up
the leisure part of life, devoted to the gratification
of the tastes and feelings.

Education would have to decide what training would
best fit human life as defined above, and the following
tenets would seew to voice the methed of prodecure:

1) Proceed frou the siuple to the cowplex. Pro-
gression should be frow the howcgencous to the hetro-
geneous, With knowledge as a2 whole as with the teaching
of each brand of knowledge, proceed frow the single to
the combined.

2) Advence frown the indefinite to the definite.
First pcrceptions and thoughts are extrewely vague. Precise
ideas should not be put in an undeveloped wind. The instruc-
tor should set out with crude notions.

3) Lessons should be started so as to end in the
abstract. "First principles’ are dangerous. The child
should be introduced to the principles through exanples.

4) The educaticn of the child zust accord both in
uecde and arrangeuent with the education of wankind con-
sidered historically. The genesis of knowledge in the
individual wust follow the sawme ccourse as the genesis of
knowledge in the race.

5) Proceed frou the cuipirical to the rational.
Every science is evolved out of its corresponding act.
There must thercfore be practice, and an accruing
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experience with its ewpirical generalizations

before there can be science. Science is organ-—

ized knowledge, =nd before knowledge can be
organizcd, sowe of it rnust be pussessed. (Graw-
mar, for exawple, must ccwme not before language,
but after it.)

6. In cducaticin the process of selfdcevelopuent should
be develcped tc the utterwost. Children should be
led to weke their own investigaticns and to draw
their own inferences. They should be told as
little as possible, and induced to discover =s
much as possible. Huwanity hes progressed solely
by self-instructicn, znd that to achicve thc best
results cach wind wust progoress scuewhat aftcr the
sawe fashion, is countinually proved by the warked
success of sclf-wade wen.

T. As a finel tcst by which to judge any plan of
culturc, ask: Does it creatc a pleasurcble ex-
citewent in the »upil? The repugnances to
certain studies which vex the ordinary teacher, are
not innate but resuilt from unwise systems ¢f teaching.
Por educaticn accourding to nature one wecula turn

to Rousseau's principle.

"Zducaticn for life" wust necessarily include, and
that to & lerge cxtent, character training and religiocus
instructivn. Dr. Donald Fraser, &n cxponent of this
theory, and & brilliant and devoted uissicnary leader,
sayss "All that Africa is learning todat will nct assure
n safe and progressive civilization unless the wain
product of educaticvn be character, @nd character is built
on meral and spiritual foundativns. Thet is why governients
in ffrica recognisc thet sciool work, and expecially
priwary school work, wust be the particular servicec cf
rissions. for they 2lonc can ive the religicus tecaching

which builds charactcr."(l)
Dr. Ifraser's cducativnal ideal is thet of the Ls

Zoute Conference, which regards Christ-likencss as the
suprene wioral schicvewment, znd to fasnlon charactor after
the pattcrn of Christ is tu thew that definiticn ¢f the

aim of education, wihich, troced cut in all its iwplicaticons,

is at oncc the hizhest and wost cowprehensive

(1) Brockes: Native Zauceti.n in Scuth /frica. n.30.
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Jr. Brookes considers the ..ost ambltious synthesis
of educaticn for l1life prograwics to be "thce work of Dr. T.
Jesse Jenes, conteincd in the veluwmes zducaticn in Africa
and Bduceticn in IZest Africa, cwubodying rcports cf educa-
ticnal couwissions financed by the Phelps-3tokes Trust,

and in his uwn work on the Pour  sscentials ¢f Zdue=tiocn. (1)

h) Educaticn, the lieking of Lien:

Keyter, in his Dringende Vraagtekens,<2)asks what the
basis of c¢cducaticn cught tc¢ be. =ducation is 1life - where
we find 1life, we find educatiun. In the case c¢f inaniumzte
cbjects we find no indication of educaticn. "In dzardie

proses van menswording, d.w.s. in die cntwikkeling cen
bekwaauwording vir sy roeping hier c¢p aarde, sien uns

n(3)

"Efficicnt lischinery, efficient

die verskynscl wat ¢ns opvoeding noei.
He quotes Davis:(4)
liethods and efficient Adwinistraticn and tcachers are
eminently neccssary tu scecure c¢fficient teaching; but
the efficiency which can be tcsted by ¢xawinaticn, by
inspectcrs, by success in trade and cowucrece, is of
little avail in sccuring the coentinuance of an era which
hes lest faith in itself and in its destiny. The truc
work of the schcocels is the weking of wen.”
"iaar die opvoeding wat 'n nasie geén sy kinders gee
dus dic wel en wee, die aspirasies en gcecbreke, die
voor en agtcecruitgang van sy siclelewe weerspieél,
dear straal dearuit ook altyd 'n bepaalde, duildelike
houding teencor die lewe, 'n bepaaslde wereld - en

\
lewensbeskuuingo"(b’

El) Brookes: Native Bducatiun in Scuth Africa, p.33.

2) Keyter: Dingende Vraagtekens, p. 33

(3) ibid., p. 37. "In the process of wcturing, that is,
in the developuwent and preparsticn for his calling
here ¢n earth, we see¢ the phenvmena which we call
educaticn.”

(4) ibid., p.38.

(5) "Where the educatiuvn wuich a nation gives its children

rcflects the wenl and the woe, the a@spirsticns znd
liwitations, the prougress and regress of its inner
life, therc a clear attitude towards life, o

definite philoscphy of 1lifc, will always euwanate."
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Arguing that education is essentially national, Keyter
cites Paulsen: "Alleen hy is innerlik bekwaaii ou ¢p
te voed wat ten volle deelneens 2an die hele
kultuurlewe van sy nasie en sy tydo"(1>
For any and every naticn, then, the following
would be essential,; and would be included as an
integral part of education:

1. Die nasionale wéreld en lewensbeskouing;

2. Die nasionale kultuurbesit scos uitgedruk in
die kennis van natuurlike tuiste, kultuur-
verlede, taal, godsdiens, volksnorazl, weten-
skap en kunsg

3. Die kulturele ontwikkeling van sy tydn(2>

i) Education and Politics:

Politics and educaticn are closely allied in
the sphere of naticnal wellbeing, and national develop-
ment, and in reply tc¢ the question as to whether the

(3)

As politiek beteken volkswelvaart, volkscnt-

teacher way take part in politics Keyter replies:

wikkeling, en die wec&€ en widdele wat daartoe
gebruik i.ovet word, dan s& ons beslis ja! As
deelnane aan die politieck beteken dat dit die
heilige plig van ieder c¢nderwyser is ou die
welvaart van sy volk en die beleid wat daartce
gevolg word, te bestudeer, dan sé ons net die
grootste nadruk nogeens ja! As deelnane aan

die politiek beteken dat iedere onderwyser op

die hoogte et wees van die groot grondbeginsels
wagrvolgens icdere gesonde volk, en by uitstek

sy eile, sy Goudgewilde besterming moet nastrewe,

(1) "Only he who participetes to the full in the cul-
tural life of his nation and his age is inwardly
capable c¢f education."
(2) "1. The national philousophy of Lifes
2. The national cultural wealth as expressed in the
knowledge of natural houwe, cultural past, language,
religion, popular uoraal, science and art;
3. The cultural develuprnent of its age."

(3) "If politics wmeans the welfare of the naticn, its
developruent, and the ways and weans which should
be used for its attainuent, then we definitely
say yes! If participaticn in pclitics uweans that
it is the sacred duty ¢f every teacher to study
the welfare of his nation, and the pclicy which
should be pursued in its quest, then with the
greatest eumphasis we again say yes! 1f participa-
tion in pclitics means that every teacher should be
fully acquainted with the great fundauental princi-
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en waarvolgens die opvbeding en vnderwys daacrdie volks-
lewe woet dien ow eg te weces, dan sou cns die vraag nou
cudraai en vra: Durf hy versuiw ow zan die pclitiek
deel te neen?"

If this principle in the pclitical and educational
life ¢of the teacher be carried out consistently in the
various African States, we certainly have strong cause
for the naticonal develcopuent in those States.

Keyter cites Paulsen again:(l)"Die cnderw .ser is

alleen dan innerlik bekwaaw ou op te voed wanneer

hy werklik aktief deelneen aan die hele kultuur-
lewe van sy tyd en sy valkg”(2>and adds: "Opvoeding
en conderwys is die stuur ¢n rig van die jong, on-
mondige volkslewe volgens die groot beginsels van
die volksbesteurning en volksidealeo”(3

The State, not werely "one of the orders of nen
foruing the body politic" - as an old school dictionary
defines it - but the public in the true sensc of the
"publicus," the "populus", consists ¢f those who are
"burghers", receiving the benefits of "burgerskap" and
at the saue tine bearing the responsibilities it entails.
B0th to receive the benefits and te bear the responsibi-
lities the "burger" rust be trained, iust be educated.

"Staatsburgerskap"(4>

was the aiwm and ideal c¢f Greek and
Roman educaticn. "lMet de Grieken en Rowneinen had de op-
voeding het volle Staatsburgerschap ten doela“(5)
"Niet slechts in Plato's republiek ¢f in den absc-
luten staat van Lycurgus, wmaar cok in die praktijk

te Athence werd de stelling gehuldigd, dat

according tc which every sound naticn, and particularly

his cwn,; should strive to attain to its Divinely decreed

destiny, and according tv which education and training,

to be genuine, should serve that national 1life, then wc

would reversc the questicn and asks:s Dare he neglect taking
art in politics?" Dringende Vraagtekens, p. 166,
1) Dringendc Vraagtekens, p. 167,

(2) "The tecacher is inwardly capable of educating only
when he =actually takes an active part in the whole
cultural life of his age and of hies people."

(3) "Education (ond instruction) is the guidance and
direction of the young, iimature 1life of the nation
according tu the great principles of the nation's
destiny and its national ideals."

4) "Citizenship of the Statel

5) Bavinck: Paecdagogische Beginselen, p. 25. "With the
Greeks and Romens educaticn had full citizenship of
the State as purpose."
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de unens voor alles burger van den staat is, en dus die
belangen der gemeenschap zijne cpvoeding eischeno"(l)
"Opveceding en vorning der jeugd is de beste dienst, die

2
aan den staat bewezen kan WerenD"( )

j) Conditicned Philoscuphising:

"The purpose of educatiovn, ovnc says, is to foruw
character; another, tc prepare for ccuplete 1liv—
ing; a third, tc¢ produce a sound wind in a sound
bodyo"(B)Nunn points cut that when nen philosophise
abcut life they are prone to lay exclusive stress upon
one c¢r other of its ccntradictory aspects. Philosophic
thecries of the State generally arise cut of the social
and political conditions of their time. He gives the
following exanple:
"That is why, for instance, there is between Kant,
a disciple of Rcocusseau, a sywupathiser with the
Arierican rebels and the French revolutionaries,
and Hegel, the apostle of State abscluticn, a
discordance all the wore striking because the
younger followed sc closely upon the elder phi-
losopher in the classic line of Gernan idealisu.
Fur while Kant saw in his prine the storning of the
Bastile, Hegel lived tu see Burope under the heel
of Napcleon and to share the intense, devoted na-
tionalisi. which awoke tc free the peoples frow the

n(4)

Nunn cites the exawple of Giovanni Gentile, an ecuinent

invader's tyranny. Continuing with this arguulent,

Italian thinker and one-time educatiovnal aduinistrator,
author of "RBeforii of Educaticn', and chief banner-bearer

(1) Bavinck: Paedagogische Deginseclen: p. 25.(Professor
K.Kuyper in 1901. "Nout only in Plato's Republic or in
the absolute State of Lycurgus, but also in practice
in Athens the doctrine was accepted that man was first
and foreuncst citizen of the State, and therefore the
public interest demands his education.

(2) ibid.,p. 25. "Education and the woulding of the youth
is the best service which can be done tc the State."

(3) Nunn; Educatiocn, its Data and First Principles, p.l.

(4) ibid.,p.3.
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(1)

The colonial expericences which the Coungo, Ghana and

cf Hegelianisui.

Nigeria have had during the past decades and centuries
would coclour the philosophical thinking of their leaders,
and would therefore likewise colour their ideas regarding
the ccntent of educativn and their aspirations as to what
the aii of education wight produce as 2 result.

The centurics uf clash in Scuth Africa between
White and Black would leave the nark, as they have done,
on the philusophy and the ¢ducaticnal concept of both.
Theories of the State, thecries c¢f Life, theories of
Education, arise cut ¢f the social and political conditicns
of the tine in which the authors of these theories live.

Thecries are easily biased.

k) Deteriined Philosophisings:

As distincet frow Conditioned Philosophising, which
uight aduit ¢f prejudice, and rust therefore be classed
as negative to sowe degree, there is the positive aspect,
which we have terued Deteriiined Philouscphising.

There is no doubt that the history of education is
essentially and wainly the history of the aiis and ideals
of education. The wain question will be "What deteriines
philosophy?" which, interpreted intc the language of
education, is "What deteriincs educationel aius and prin-
ciples?"

Prof. Dr. J. Chris Cuetzec says:" Die geskiedenis

van die opvoeding 1s dan cok in ho€ uate die

geskiedenis van die opvoedingsideaal; dwarsdeur

die hele verlcep van die geskiedenis van die op-

voeding kry ons iiaar steeds weer die kernvraag:

Wat is die doel? Daaroc.. verw die studie van die

cpveedingsideaal die belangrikste onderdeel van

die opvoedkunde; en daarou is dit ock vir hierdie

cnderscek nodig oin 'n sulwer ulteensetting te gec

van die standpunt wet betrekking tot die deel van
die copvoedingswerksaarheid. Want, dit is juis

hier waar die cpvattings s. ver uiteenlcop, waar

geen eenheid cnder die denkers cor opveedings-

vraagstukke bestaan nie. Dic doel wat ienand how
houi stel hang daarvoor te nou saan wet die alge-
nene lewens— en wéreldbeskouing en net die
persoonlike upvattings en ocrtuigings ... Die
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forumlering van die opvoedingsideaal wissel dan cok
nwet die denker, die tyd en die beskecuingstrap af. Nou
is die doel vorwegend religieus soos in die widdeleecue
en later wecr by die pil€tiste; dan weer cer eties

soos by Herbart. 3y party staan die politiek-nasivnale
bestemuiing van die wens op die voorgrond soos by Fichte
en die Duitse opvoedkundiges van die 19de eeus; by andere
weer corwceg die sosizle besteiiuing van die wens scos
by Natrop, Dewey en Kerschensteiner. By party is die
naturalisme, by andere die huuanisue, die realisue of
die¢ idealisne die beslissende beginsel in hul deels-—

bepalingu"(l>

(1) Coectzee: Vraagstukke van die Opvoedkundige Poli-
tick, p. 29: "The histocry ¢f education is in
fact to a great extent the history of the ideal of
educations; right through the annals ¢f the history
of education we ccntinually ccome @cross the basic
problen: What is the purpouse? Therefore the study
of the educational ideal cunstitutes the w:ost
inportant ccuponent of education; and therefore
also it is iwportant feor this investigaticn to
supply 2 clear expositicn of cur point of view
as regards the purpose of the practice cof
education. For it is here that conceptions
diverge, that nc unity e¢xists between those who
ccnsider educational problens.

"The purpose sco.ievne sets hinself depends

too closely upon the general philosophy cf life
and upon personal views and convictions .. The
forimlation of the educaticnal ideal varies alsc
according tc the educaticnalist, the age, and the
stage t¢ which views have developed. At one stage
the ideal may be a religious cne, as in the
Liddle ages and later again during the tiue ¢f the
Pietists; then again wore e¢thical as with Herbart.
For scme the nation~l political destiny of wan
riay enjoy priority, as with Fichte and the Geruan
educationalists ¢f the 19th century; for others
again the social purpose of wman is predouninant,
as with Natrop, Dewey and Kerschensteiner. For
sorn:e naturalism, for others huwanisn, realismi or
idealist wmay be the decisive principle in their
deteruinaticn of purpose.”
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1) Ignorance and Illiteracy:

Julian Huxley draws attention to "... the exis-
tence of iuwmense numbers ¢t pevple whe lack the wost
elewentary means of participating in the life of the
modern worldo"(l>

He says that "such = situation is not cnly a threat
to peace and security, ncne the less real because indirect,
but 2lsc a barrier and a challenge to science and culture?(2>

Sir Alfred Ziumuwern (3) peinted out the plight of
"lerge masses of huwan beings living in conditions not
only of poverty but cf ignorance, and of remcvable
ignorance," and it is the fact that this ignorance is
removable that gives educatiun its challenge and 1ts
opportunity.

The Hon. Nils Hjelmtveit (4) considers the rewoval
of illiteracy o necessary first step, and says:" We wust
give depth and brecadth to the cducation ¢f the coumwon
people if we are to lay a firw basis for dewccracy with-
in the individual nation and for understanding and col-
laboration ameng the peoples of the world."

Literacy itself is of course no guarantec for the

guarantece

4}

removal ¢f "ignorance and poverty', nor is it
of the benefits of health, sccial and perscnal welfare, and
national progress

While literacy is a prerequisite for scientific and
technical advance, it may be merely "new ways of filling
time ... new forws of escape frow reality?<5)

Here it is that educatioconal aims and policies
should be such =s will ensure at least two things:

(1) & full developuwent of the potentialitics of
every man, fcr which reason he should be given every
opportunity for study; and

(ii) the opportunity afforded cvery uan t¢ use and
further develoup thet which his cducation has afforded
hiw.

As has been shown in almost every country studied,

the church in its wissicnary cction has been responsible

Fundamentsl Educaticn; Foreword.

ibid.

Executive Secrctary of Fundaumental Educetion Con-
migsions ibid.

NMinister c¢f Bducaticn, Nerway. ibid.,p.10.
Pundamental Educatiun, p.15-
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for the first steps in educaticn. When there is a can-
paign against illiteracy, the church is directly coun-
cerned, but that cc¢ncern goes further than the were
reuwoval of illiteracy.

For Christian education there can be nothing shoert
of the ideal aiwn and purpose of scripturc, which means
noct cnly & study of scripture, but a scriptural study and
interpretation of 211 things anl 2 perspective of all
knowledge in the light ¢f scripture acccrding tc the
statenent "all scripturce is given by inspiration of God,
and is profitable fcr doctrine, for reproof, for cor-
rection, for instruction in rightecvusness: That the man
¢f God may be perfect, thrcughly furnished untc all good
works. " (1)

It was the church in its internaticnal affiliaticn
that urged not werely education, but education cdapted
to the traditicns ¢f the various peoples.

An Advisory Committee on Education in the British
colonies was set up in 1924 in respounss tc & representa-
tion made by the International Missiconary Council which
urged the Governument tu take a wcre active part in the
develcprent of education for Africans,(2>

This committec's first Declaraticn in 1925 rsserts
"that education shculd be adapted to the mentality and
traditicns of the varicus peoples, ccnserving as far as
possible 2ll healthy elewents in the fabric of their
social lifeo“(3)

A further statement ¢f policy in 1927 recognises
that vernaculars wust be used in the first stages of
elenientary education. ©English was, however, regarded s
essential in 211 intermediate, secundary and technical
schceols.

Having pointed cut that the earlicest Buropean
scheools in Africa were instituted by the Portuguese
Lissicnaries in the sixtcenth century,(4> Hailey says
it was at the Missioun Schools in 21l parts of Africa
that the problen was posed whether the first steps in

(1) St. Paul in his Second letter to Tiwothy, chapter
3, verses 16 and 17.

(¢) African Survey; p. 11665 and Education in the
Colonial Eupire, p.40.

(3) 4ibid.

(4) African Survey, p. 1133.
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education should be taken in a local vernaculor, and
it was the wmissionaries who were responsible for the
earliest efforts at reducing the vernacular languages
to written form.

Heiley dces nct doubt the desire on the pert of
Africans tc obtain education, and says there is "1little
doubt of the carnest desire on the part ¢f Africans for
education. Even the poorest Africans not only desire
education for their children, but are willing to make

(2)

chief obstacle tc universal education to be an insuf-

(3)

Under the heading "The lMenace of Ignorance'" Unesco

pecuniary sacrifices tu secure it." He considers the

ficiency o¢f teachers.

suggests a "campaign against ignorance,"

There are vast nuubers c¢f pecple in the world who
are igncrant, and "their ignorance is a uenace to them-
selves and tc the world at large. Ignorant of what? Are
we thinking of thew specifically as being illiterate,
unaccustomed to the skills «f re¢ading and writing? Or
are we chiefly ccncerned with their lack of knowledge of
umodern science, with all that is has t¢ teach in health
and agriculture? Or are we thinking of thew as people
who are unaware of us, that is, ¢f pecple living in
societies whose social and political c¢r econcuwic life

(4)

It is cbvious that there will be diversity of

is wholly dirrerent frow theirs?"

opinion as tu what educaticn wceuld best cowbat illiter-
acy. A popular reply, universally acceptable, might

be "fundauwental education.'” How would that be inter-
preted? How would that fit in with, say, religicus

deuiands?

1) Fundauental BEducation:

Fundamental Education is a2 "basic education, the
education ¢f the mass ¢f the pecple ... Fundauental
Educaticocn is therefore essentially popular and univer-
sal...it is the teaching o¢f the pecple for the pecple,

(1) African Survey, 1135. cf alsc'"Indigenous Languages
and Education,” African Survey, p.92.

(2) ibid., p.1170.

(3) ibid., p. 1170.

(4) Fundauental Education, p. 156.
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for the pecple's needs and aspiraticns. The priumary
purpose of basic educaticn will be to cownbat ignorance
and illiteracy and t¢ spread elementary kncwledge and
the means of acquiring it. Hence the fundawental iu-—
portance of teaching the three "R's", recading, writing
and arithmetics; this teaching is a necessary iuplenent
for all further instructicn. Fundamental education,
hoWever, Lust have a content that is real and not purely
formal; it wust aim at i.uproving the life ¢f the naticn,
influencing the natural and social environuent and in-
parting knowledge of the world,"(l)
A memoranduls subwitted on behalf of the Iranien
Government by lir. G.A. Raadi, representative cf Iran on
the Preparatory Cowuwittee of Unesco, argued the iupor-
tance of universal educaticn as a means towards peace,
security, and social justice, and presented a working
prograuime for Unesce in this field. It stated: "great
masses of wen in wany parts ¢f the world are deplorably
frustrated and deprived in regpect ¢f educaticn.”
The mewocranduir points out that :"this condition creates
a disequilibriuw inccupaflblc with pccce, univercal good-
will, and wutual understanding awong naticns." (3)
There are a large nuuber of internaticnal crgani-
zeticns and cawpalgns ageinst 1lliteracy. These have a
variety ¢f stated aiws and purpuses, the wist ccoruon of
which are "adjusting educaticn t¢ present needs,"
"supplying the mininum fundawmental education", and the
like.

n) Religious Demands:

It is ¢nly natural that cach religion will seek
to inpose its demands on and tc direct the trend of
education in its own institutions or in institutions
where it has any fair percentage of adherents. Where
the ewnphasis must remaln on the educaticnal welfare of
the students, religious denands may not in any way
interfere with that priuwary welfare, not uay the en-
phasis be shifted frow the field of pedagogical in-

(1) TFundemental Education, p. 128
(2) ibid., p. 10.
(3) 1ibid.
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structiovn tc that ¢f religious adherence.

The Musliw, the Rowan Catholic, the Calvinist will
all seek tu ensure the application of its tenets, as
every church is essentially propagandistic. ‘Where, hcw-
egver, the apclogist is also an educationalist, he will
nct allow religicn and educaticn to underwine each other.

Exawples of this argument may be found in every
true approsch to educaticn. In the case of "die groot
aantal gedoopte verbondskinders wat kragtens die dccp-

(1)

belofte in die¢ vrees van die Here opgevoed wncet word"

(2)

shcould be "dat 2l die universiteite en ander inrigtings

Professor Potgieter says that the aiw and purpose

vir hoé€r onderwys waar hicrdie verbendskinders hulle
bevind, op 'n Christelike grondslag sal rus, en dat

hulle in beleid, inrigting en gees waarlik Christelik

sal weesa"(B)But Professcr Potgieter realizes that at
these instituticns there way also be those ¢f other (or
no) religicus coenvictions towards whom the institution
has (quite apart frow any religiocus) & definite educa-
ticnal respounsibility. "Aan hierdic inrigtings sal ook
diegene wees wat die Christelike godsdiens nie bely

nie." He realizes the duality this situation presents
and ¢ffers the fcllowing scluticn: "Ten opsigte van hulle
behcort alles wat gedoseer word en geskied 'n getulenis
tot verheerliking van God te wees. Hulle nag egter ncocit
in enige upsig ovnder dwang geplaas of in hulle gewetens

gebind te word nie."

(1) "the large nuuber of baptised children of the cove-
nant who, by virtue ¢f the baptiswal vow, wust
be educated in the fear of the Lord." Roeping.

(2) Professor Dr. F.J.Mi. Pctgieter, prufessor at the
Dutch Reformed Theclcegical Sewinary, Stellenbesch.,

(3) "that 211 the universities and c¢ther instituticns
for higher educaticn where these children of the
covenant way be, shall be based ¢n a Christian
foundation, and thet in policy, institution and
spirit they shall be truly Christian."

(4) "In these institutions there will alsc be these
who do not profess the Christian feith."

(5) "With regard t¢ thewm, everything that is taught
and thet takes place should be¢ 2 witness tc the
Glory of Gecd. They way, however, never in any
way be placed under compulsion or be bound with
regard to their consciences."
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(1)

doces not reguire of its professors a positive adherecence

Monsignor Gillon said ¢of his University: "It
tv Catholocisw; it nerely asks thew to respect the
idiclogical principles upon which Lovaniuw University
has been built, deewing thereby that the unity and good

understanding so necessary for the pursuance of = coudion

~
. - <
task will be preserved." (2)

Frow the Third Conference of the World Council of
Churches held in New Delhi came a note ¢f warning voiced
by the Ethiopian Orthodox Church to the e¢ffect that
Africa might rencunce Christianity sclely because it is
a "white nan's religicn." It was described as a "natural
impulse" for Africans to discard a religion which has
for so many years been associated with colonial rulers.

Hailey states that African opinion is beginning to
show i1tself iwmpatient of contrel by missions dcomiciled
in Burope, as is evidenced by the growth of the Christian

Separatist Churcheso(3>

o) The Bible:

Bible translaticon, Bible supply, Bible study -
these are factors in the education of the African which
(like so many cother aspects of this thesis) would form
a study entirely by themselves.

The work of the British and Foreign Bible Society,
for instance, is in itself a complete study into the
phonological, graumatical and linguistic study of the
African, quite apart frow his religious instruction.

In wany instances not only was the Bible the sole
text book and source ¢f instruction, but the sole
purpose of education was to enable the student to read
the Bible.

Nunerous asscciations, ¢f which we menticn but
one as an exauple, the Wycliffe Bible Translatorss

(1) Dlionsignor L. Gillon, President of the Lcvaniuw
University, in his speech at the opening of the
University, 1960-61.

Lovanium Opening Speech, p.08.

African Survey, p. 143.

Vide: Translation: Official publicaticn of the
Wycliffe Bible Translatcrs.

A~
SN
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have as main if not sole purpose the study of indigenous
languages and dialects so that the Bible may be translated
into "every tongue", and to supply a copy of scripture to
"every creature."

The Voorligter emphasises this work, and reports
"Die Brits en Buitelandse Bybelgenootskap stel as ideaal die
verskaf van 65,000 Bantu-Bybels per jaar aan Hoér Prinér
leerlinge in Bantu skole."

Fundamental education, while comumencing at primary
level, whatever the age of the pupil, will develop to
satisfy more advanced requirements. What are the requirements
and how can they be met?

D) Higher Iducation:

L. Paye asks on what conditions, by what means and
to what extent existing institutions for Higher Education,
and those that may subsequently be created, can contribute
effectively to the development of Africa.

In this question itself a pertinent question is asked:
"What is the purpose of Higher Education in Africa?" and an
equally broad answer is supplied: "The developuent of
Africa." The broad purpose is plainly that institutions for
Higher Education should contribute effectively to the de-
velopuent of its country, and Paye considers the following to
be soume of the conditions that university institutions in
African States should fulfil:(z)

1) It is c¢ssential that the Higher Education they
provide should be of the sawme quality and at the same lcvel
as that provided by Universities in Burope and Awerica.

The development of any university institution in Africa would
be cowpromised from the start by the slightest suggestion

of education "on the cheap", even where such a suggestion

was unjustificd.

2) The status of the colleges and of the tecaching
body must therefore be on a level with those in fully
developed countries, which implies:

(a) for the colleges, the status of a University
providing a full degree course, or the introduction of a
system of Institutes, Schools or Colleges attached to a

(1) "The ideal of the British and Foreign Bible Society
is to supply 65,000 Bantu Bibles annually to Higher
Prinmary students in Bantu schools.” Vide "Die Voor-
ligter," October, 1961, p. 28.

(2) C.S.A. Specialists, Lagos. Annex 1, p.l.
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a University providing a full degree ccurses

(v) for the teachinz body, appointment in accor—
dance with the rules governing . posts in the type of
Higher Education elready referred to (possession of the
same degrees, inclusion in the lists of those peda-
gogically qualified to give Higher Education, cu-uption
by virtue of degrees and the value of previous resecarch,
ete.)

3) It is essential that the programmes should en-
able students to read for all examinations in the same
conditions. It is, for example, desirable that a
University providing a full course of studies should
before long be in a positiun to teach & whole series of
subjects covering the entire cycle of studies in the
various disciplines.

This will indeed be an essential condition if
university teachers are to train in the methods of
scientific research not only students who have come
from other universities to specialise in scrie branch of
African studies but whose whose work they have followed
frow the time they entered the Faculty and whose research
they can subsequently direct.

4) We have one over-riding duty, namely, to train as
rapidly as possible a growing number of young Africans,
not only for administrative, eccnomic and social posts
in the various States but also for the various branches
of research in Africa and the chairs of Higher Education.
In both rescarch and university instituticns,; teaching
posts should as soon as possible be held in increasing
numbers by Africans appointed, naturally, in accordance
with normal procedure. Africans themselves are agreed
that Africanisation must not be done "on the cheap."

5) In our desire to develop and diversify higher
studies and university research in Africea, certain con-
siderations, of which we may mention the following, must
be borne in wind:

(a) the establishment of a list of priocrities,
whether, for example to create new university institu-
tions when the existing institutions are nog yet suf-
ficiently developed, or whether within a University,
Institute or University Collcge the number of students
does not justify an increcase in the range of subjects.
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Exorbitant expense must be avoided but 2t the same
time there must be no skimping on expenditure that is
indispensable to the University's development;

(b) an appreciation ¢f African needs, of the
African character, of the disciplines to be taught and
the subjects of research, and of the facilities offer-
ed by Africa for the studies in question, before such
a list of priorities can be preparcd.

A clear statement on the purpose ¢f education and
thercfore of its essential content, is given by Dr. A.
Taylor, of the University of Ghana, in his "Special
Considerations" presentecd to the Lagos 1960 Conferencez(l>

() The increasing coumplexity of comumunity needs
demands 1ncreasingly spccialised types of knowledge and
skills. In the past, and to a significant extent at
présent, these skills have been taught in isclation frow
general education. Much would be gained if the education
systens were viewed as a unit and the vocational aspects
of education were integrated with and viewed as growing cut
of general education.

(b) The content of such general cducation at the
primary and seccndary levels can be broadly stated as
being aimed at providing pupils with expericnce designed
to both widen their range ¢f knowledge and skills of
enctional, spiritual and cesthetic appreciation.

(¢) 7To increase their specialised kncwledge and
appreciation in depth and precision.

(d) To develop a satisfactory systew of valucs
based on those cxperiénces which will enable thew tou
function adequately as individuals and citizens.

The twoe main problens with which higher education
is concerned are those of the establishuent of inter-
naticnal standards of acadewic work and that ¢f relating
the work of the institution to the needs of rapidly devel-
oping cowmunities. The former has been obtained by the
maintenance of close professional links with c¢verseas
institutions and by the appointment of staff ¢f quality
similar t¢ those in these institutions. The latter, which
has developed as standards have been established; has

(1) C.S.4. Specialists, Lagus. p.10.
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resulted from the needs of government and commercial
organisations for advice and help in treining 2and research
in the developmental problens with which they are faced.
This has rcesulted in the provisicn of short courses for
civil servants, teachers and business exccutives together
with the carrying out of rescarch projects financed frow
outside university sources into specific problems parti-
cularly educational, scociclogiczl and biclogical at the
request of government and other bodies.

FProw various quarters the opinion has been voiced
that certainly in the case of preliwinary and primery
educaticn, but especially in the case of higher education,
emiphasis cannot be placed too heavily on the training of
those responsible for inparting knowledge to and training

the young.

q) Teacher Training:

Differences in the qualifications of teachers,
differences in training wmethods, and differences in the
qualifications demanded of applicants, present a grave
situation evidently also in Buropean educaticn but most
certainly in Bantu education. This is a problem exper—
ienced in each of the countries visited.

In South iAfrica a National Survey of teacher-train-
ing was undertaken by the Naticnal Burcau for Education
and Social Research, and it is statcvd that ‘'some of the
lecturers who train teachers have not ¢ven passed natri-
gulation, and others have not been trained as teachers -
although there are others with doctorates and very wide
teaching c¢xperience.” (1)

L reason for this unfortunate state of affairs
may be sought in the fact that because there are a
nuniber ¢f education departments, there has been = lack
of clarity as to their responsibilities, teachers for =a
wide range frow nursery schcools up to high schools
being trained by teachers' colleges, technical colleges,
and universitics. There wmay therefore, and will prc-
bably, be a divergence of goals aimed at, selection of

students, methods and lengths of training courses, and

(1) Report: National Bureau.
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SO on.
"There 1s nc netional policy, even in the broadest.
sense" says the reportu(l)

If this is true with regard to European teachers,
there is, with regard to Bantu teachers, a national policy
determined by the Government, and applied uniformly be-
cause Bantu education is cuntrolled not by Provincial but
by Union Sources.

One real difficulty lies in the fact that, where
there is a shortage of teachers, cvne nust expect the
problewn that strict selection is not a& practical policy.

The need for Bantu teachers, properly trained, has
been felt for maeny years. In 1944 the T,Oa(z)supported
Bantu teachers' training because "ons staan voor die
voldonge feit dat die naturel onderwys ontvang, en dit
hoofsacklik van persone en liggame wat van elders kou
en nie 'n gesonde begrip van Suld-Afrikaanse maatskaplike
belange het nie. Die gevoulg is dat die naturelle-conder-
wys vir beide die naturel en die blanke skadelik en
gevearlik is. Om hierdie gevaar die hoof te bied, hct
die T.0.-Kongres in 1944 besluit det hy alles in sy veruoé&
wil doen com aan die verloop van sake die gewenste wending
te gee. Hierdie doel kan bereik word slegs deur naturelle
an goedgekeurde inrigtings as onderwysers te laat opleia"(B)

The T.0. launched an appeal for its 2,0C0 uembers

(4)

each tou contribute 10/- towards Native teacher training.

r) Comparative Education:

Comparative education, in its earlier stages (if
the word "cowparative’ could be uscd for that phase) was

more descriptive, with a strong emphasis on utility aims.

(1) Report: Natiocnal Bureau.

(2) T.C.: Transvaalse Onderwysersvereniging: Transvaal
Teachers' Associaticn (Afrikaans.)

(3) "It is a fiat accompli that the native is receiving
education, and that mainly from pecple and bodies
foreign tc us, and without a healthy grasp of South
African Soucial interests. As a result native edu-
cation is dangerous 1o both thce native and the Turo-
pean. For this reascn the T.0.-congress in 1944
decided to do everything in its power to give the
course of events the desirable direction.'" Onderwys-
blad vir Christelike en Nasionale Onderwys en Op-
voeding. 1 Februarie 19°6. Decel XLV111l, No. 551,

p. 5.
(4) divid., p.5.
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The analytical method followed. Education was based

on facts, the study of cbservation and perception which
could be tabulated. The direction was towards a study
of priumery and sccondary sources and perscnal investige-
tion.

Pioncer study was done in this field by Marc
Antoine Jullien de Paris, (1817) whosc work, though
analytical, was wcstly descriptive of education in
varicus coecuntries. John Grisccm, Victor Coursin (1836)
and Henry Barnard (1850) produced comparative reports and
descripticons, mostly of systeus.

It was Barnard, but especially Horace Mann,
(1850), who introducted cowparisicn as well as description
into his study, but the age was wnore appreciative than
critical ¢of anything new and strange on the horizon.

Michael Sadler (19C0), whose "How far can we learn
anything of practical value frcii the study of foreign
systews of BEducation?’ struck a new note in the cowparative
field, and Charles H. Thurber (1930)("The Principles of
School Crganization") saw educaticnal systews in rela-
tion to social and national conditions, the cutcome of
forgotten struggles, the result of progress cr frustra-
tion.

It was Abraham Flexner who rcalized that any cou-
parative study should be based uvn a knowledge and ap-
preciation of the social, political and cultural back-
ground, on consideraticn for the national ideals and
aspirations ¢f the countries concerned, and on an ap-
preciation ¢f thce fact that any true study will heave
a definite purpcse toward which all investigation will
be aimed - a philosophical councept.

Paul Monroe ("Cyclopedia of Education')(1911-
1913), Forster Watson ("Encyclopedia and Dictionary of
Educaticn”), (1921-1922), I.K. Kandel ("Educatiovnal
Yearbook of the International Institute"),(1925-1944),
wire descriptive in their work, but hardly interpre-
tative.

The first atteupt ot dealing with coumparative
education frow a philoscphical point of view was wade
by & Russian philosopher and educaticnalist, Sergius
Hessen, who in 1928 published his contribution to the

German "Handbuch der PHdagogik". (1)

(1) "™Kritische Vergliichun: des Schulwesens der anderen
Kultuurstoatsn. "
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Hessen analysed the underlying principles by
selecting four wain problems of educational policy:

(2) Compulsory educatiun,

(b) the schceol and the state,

(c) the school and the Church, and

(&) the schocl and economic life, and then fol-
lowed this up by giving a critical account ¢f modern
legislation in wany countries on these gquestions.

Hans (1)

follows this work with a2 study of

(a) the relations of the state and the fawily,

(b) neational wminorities,

(¢) wuniversitics, and

(4) finance and pclitical education.

This work was continued by I.L. Kandel and Sir
Michael Sadler, and led tu the connection in detail of
the national systemns of education with their historical
backgrounds, and the gquesticn as to how far we can learn
anything of practical value from the study of foreign
systens of education. Frowm their study three truths
may be underlined:

(i) Things ovutside the school govern and inter-
pret things inside;

(ii) A national systew of education is a living
thing, the outcone cf forgotten struggles and difficul-
ties and the battles of long ago;

(iii) By studying in the right spirit and
accurately the working cf foreign systems of education we
will be better fitted to study and understand cur own.

Kandel (Zgays "the comparison of the educational
systems of several countries lends itself to =2 variety
of methods of treatuent, depending scmewhat on its purpose."
He cites the possibility of the statistical method, cou-
paring national expenditures for education, the cost, age
and character of the schcol buildings, per capita cost
for different items of expenditure in educaticnal systems,
the enrocluent, average attendance and retenticn of pupils
through the different levels of the educational ladder.
By another method, he says, it might be possible to in-
stitute a compariscn between education and naticonal wel-
fare¢ and progress as expressed in statistics of il-
literacy, the voluwe of trade and conmerce, per caplta

(1) Principles of Educational Policy.
(2) Studies in Cowparative Education.



31,

wealth, or incidence of criwe and poverty.

Another wethod wight be to undertake ccuparative
gtudies 0f the quality of educaticn in different countries.

The task of the student of cowparative education
may be explained zcccerding to Kandel as the discussion of
the meaning of general cducaticn elewentary and secondary,
in the light ¢f the forces ~ political, scecial and cultural -
which determine the character ¢f national systews of edu-
cation.

Kandel paid special attention to naticnalisw and
national character a2s a historical background to actuzl
conditions. While not studying these factors in detai19
he clearly formulated the necessity for a historical ap-
proach and the study of deteruining factors.

We way therefore briefly suuwarise the purpose of
comparative cducation as the discovery of the differences
in the forces and causes that produce differences in edu-
cational systeus.

Both Plato and Aristoutle used the cowparative
method, but their couparisons were linited t¢ small
Greek town-conmmunities.

Comparison leads the student to locok for common
origins and the differentiation through historical de=-
velopuent. This will unavoidably result in the attenpt
to formulate scuie general principles underlying all
variations.

The study of educaticn rcveals a diversity of
systems, but what it does not reveal as clearly is the
recascn for the diversity

L new science, a new scientific approach, is
reguired to discover what underlying causes arce re-
sponsible for this diversity, a diversity not merely
of systens, but of aims and policies. It faces a
problen of interaction between society and education
It coupares not merely systens, ailms and policies; in
one country with the underlying and interacting causes,
such as history, cultural and political background,
religious and econcuic factors in that country, but it
also crcsses the border, and crosses niany borders intce
many countries to study siwmilar acticon and recaction
there, finally to cowpare conditicns and infliences in
varicus countries as they affect educaticn in their own

countries and in others.
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The purpose of this type of study is, by learn-
ing causes, to be able to contrcl effects. Ls exis-
ting conditions are the fruit of treces planted long ago,
growing or pining in the atuosphere of good or il1l-
fortune, so it beccmes necessary to study those educa-
tional cliwatic conditions in order tc ensure sound
growth and a healthy crop.

Not only is the tree known by its fruit, but certain
kinds of trees produce certain kinds of fruit. The con-
parative study of education will, by exawining those
causal factors which produced a certain trend in aims, so
conditioning the policy, nct ¢nly understand the reason
for the trend, but by bringing to light the¢ distinctive
character of the various national cultures and ideals,
alsc stinmulate the sympathy and respect of groups and
nations for each c¢therts ideals and aspirations. What
is nore, possible neasures may be recoumended for action
to bring groups and nations into closer co-operation
each maintaining the fullest respect for its own culture

and ideals.

s) ZEducational Factors:

"Comparative education. ... must try to discover
P

n(1)

Craumer and Browne list educaticnal factors %y%ng
2

why systems have develcoped along different lines.

behind naticnal systems of educaticn as followss:

l. Sense of national unity.
2. General economic situation.

3. Basic beliefs and traditions, including
religious and cultural heritage.
4, Status of progressive educational thought.
5 Language probleus.
6. Political background: conwuunisw, deumocracy.
7 Attitude toward international co-operation
and understanding.
Hans lists such factors briefly:(B)
1. DNatural factors
2. Religious factors.
3. Secular factors.

(1) Contemporary Educatiun, p.3.
(2) ibid: Table of Ccntents anl Chapters.
(3) Comparative Educatiocn: Cuntents.
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Under natural factors he discusses racial, lin-
guistic, geographic and cccnomic; under relizious the
three trends Catholic, Anglican and Puritans; and under
secular, humanism, socialisw, naticnaliswm and dewocracy.

"Countries in which national unity is well dcvel-
ceped recognise fewer preblens in the organization of
their educaticnal systews than Jdo those which contain

strongly or bitterly oppocsed national groups." (1)
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(1) Contewporary Bducation, p.5.





