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1798-1863: The origins

The contextThe year 1798 is taken as the starting point for
the analysis of lower technical education. In 1798, the political structure of the
former federative Republic of the United Netherlands was changed due to the
adoption of a new Constitution, which was a step towards a centralist State.
Furthermore, a State educational policy was initiated, leading to a national
educational system. Finally, the formal abolishment of the guilds was ordained,
ending the apprenticeship system which had provided for technical training as the
only formalized means of education for crafts. The changes in the political
structure, the educational system, and the education for technical crafts
conditioned lower technical education. Before going into the actual development
of lower technical education, this section discusses the conditioning effects of the
environmental changes, and interpretes them in more detail .1)

The state of affairs before 1798. The Republic of the United Netherlands,
founded in 1579, had a federative form of government. The main governing body,
the States General, ruled only on the basis of consent of all seven provinces.
Although the nation was a republic, members of the Orange-Nassau family held
the political-military position of stadtholder for long periods of time. Agriculture
was the main source of income. Commercial trade and financing were also an
important part of Dutch economy . Social relations were based on a relatively2)

stable class order. The elite consisted of the gentry in the countryside and the
regents and rich merchants in the cities. Industrial activities took place on a small
scale in the expanding cities. Local guilds had a monopoly on the exercising of a
particular craft and on local trade in products stemming from this craft . The3)

guilds also functioned as a social organization for members of the craft, and had
a system of training young people in their trade. The first phase was being a pupil.
The trade was learned by copying the master's methods. The second phase, being
an apprentice, involved making own artefacts under the master's supervision,
resulting in an independent master work. When this was achieved, the apprentice
was fully admitted into the guild.

Educational facilities in the Netherlands had developed in close relation to the
Catholic religion . After the Reformation of 1572, the Protestant religion became4)

predominant. Although the Republic knew individual freedom of religion, adhe-
rence to the religious principles of the Dutch Reformed Church was advantageous
in obtaining positions in public office. The highest religious authority was the
Synod which, issued the members of the Church with rules. Already in 1574, the
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Synod ordained that it supervised education to keep it free from popish meddling.
Schoolmasters had to adhere to the Church principles and teach the Catechism.
The Synod of 1618-1619 declared that the Christian youth should be taught the
foundations of the true religion and become filled with piety. The children of the
very poor should also be enabled to benefit from the schools. To secure this moral
education, the Synod subscribed that a schoolmaster was a member of the Church,
and signed a formulary designed by the Synod, in which they agreed to the
religious dogmas of the Church and promised to teach them to their pupils .5)

During the 17th and 18th centuries, no national regulations with regard to
education were issued by political authorities. The States General had only direct
authority over the so-called Generaliteits-lands, the southern regions of the
country, which lay outside the authority of one of the seven provinces, and where
Catholicism prevailed. In 1655, the States General issued a school order for these
lands, which was exemplary for the educational thoughts in the provinces . In the6)

countryside, provincial councils issued a school order, while in the cities this was
the prerogative of the city council. The orders held that the establishment of a
school had to be approved by the authorities. The right to examine and appoint
schoolmasters, and to supervise schools was delegated to local boards, which
usually included the local clergymen or the classis directly. The overall aim of
these orders was the religious education of children. Instruction in the Christian
religion came first and foremost. The subjects at school were reading, especially
from religious books, writing, and singing Psalms. Religious formulas were
learned by heart. No other training for schoolmaster existed than that of learning
the trade at a young age from an older master. The schoolmaster's office was, in
fact, a private enterprise at one's own risk. Latin, the language of the clergy and
universities, was the most important subject at the Latin schools in the towns. The
Latin schools aimed for teaching piety and intellectuality. Both schoolmasters and
principals, as well as teachers at the Latin schools were financially dependent on
revenues from school fees, at times supplemented by church or municipal
allowances. The schoolmaster often performed clerical duties such as being a
sacristan, a parish clerk, or a grave digger. The costs of teaching facilities were
paid by the schoolmaster himself. The school building was usually part of the
Church's assets. In time, the domination of the Church over education took on a
less absolute form due to the toleration of other denominations, internal disputes
within the Reformed Synod, as well as the gradually loosening connection
between Church and State.

Archer has called the close relation between church and education a
subordination of education to a dominant group. Church and education were
mono-integrated. This domination rested on a legitimating ideology (the teaching
of religious dogmas or piety), control of material facilities (clerical duties,
payments, possession of school buildings), and protective, coercive measures
(supervision, formulary of obedience). The dominating role of the Church over
education was to the advantage of the elites in authority, the municipal regents
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and the country nobility. Religious minority groups, such as the Catholics and
Jews, felt disadvantaged due to the prevailing Protestant contents of education.
Even though the literacy rate was comparatively high, the rising middle class felt
disadvantaged due to the school's limited aim of educating people to become
pious, and its low intellectual level. The crafts-people and farmers were indifferent
to this relation .7)

The origins of the Dutch educational system. At the end of the 18th century,
social unrest occurred in several ways. Politically, a conflict arose between the
stadtholder and his supporters who were aiming for more centralized power, and
the Provinces and cities striving for as much independency as possible.
Economically, mechanization set through, especially in the textile industry. The
guild system no longer met the need of products required for the expansion of
trade to other countries due to its small, locally oriented scale and craft-like
method of production. Its monopoly on trade shivered and freedom of trade was
preferred. Educationally, the bourgeois resisted the structure and contents of
education. The organization or assertive group, which became the exponent of the
need for a new definition of instruction, was the Society for Public Welfare
[Maatschappij tot Nut van 't Algemeen], founded in 1784. The Society wanted to
promote people's general well-being by means of more cultivation and civilization,
and especially improved education . Its definition of education aimed at the8)

abatement of pauperism and the elevation of the population at large. Education
had to be improved with respect to organization, methods, as well as contents. The
Society did not openly object to the influence of the Church, but propagated an
education with an overall Christian ethical character instead of a dogmatic,
doctrinal one. It tried to realize this definition of instruction by means of the
foundation of lending-libraries, the organization of prize contests on educational
issues and school subjects, the publication of awarded treatises and schoolbooks,
and the foundation of schools, of which a number provided teacher training
courses. At first, the use of such material means was the only course open to the
Society due to a lack of other resources. This initial strategy of substitution only
had a local impact.

In 1795, the Batavian Revolution, eased by the flight of stadtholder William
V in fear of advancing French troops, put an end to the Republic of the United
Netherlands. The new Batavian Republic was ruled by the democratic patriots,
usually belonging to the middle class and intellectual groups, and inspired mostly
by the ideals and ideas of the French Revolution. A General Assembly gathered
to draft a new Constitution. In 1798, a Constitution was accepted which regulated,
among other things, the separation of State and Church, and the abolition of the
guilds. Political power was centralized within the States General, independent
from provincial veto-power, and within an Executive Administration. As a result,
a centralized state replaced the former decentralized political structure. From 1805
onwards, an even more centralized authority came about on demand of the French
in reaction to the continuous struggle between centralists and decentralists .9)
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After 1795, the enlightened bourgeois had the means of using political power
to introduce their definition of instruction. The Society for Public Welfare had
many members who sympathized with the democratic patriots. It addressed the
Education Committee of the National Assembly, and was, in turn, invited to
inform the Committee extensively of its views. In 1796, it expressed its general
ideas on national education . The assertion of the Society, therefore, also rested10)

on a legitimating ideology (the civilization of children according to social and
overall Christian ethical virtues), coercion (advising the Educational Committee
of the General Assembly, contact with the educational authorities), and
instrumental facilities (foundation of schools and the publication of school books
and educational treatises). The use of political power, called a strategy of
restriction, was successful in reforming education nationwide within a short time,
and regulating it through the State on a national level.

The Constitution proclaimed by the National Assembly in 1798 did not
contain a specific article on education. One of the agents of the Executive
Administration dealt with national education. He was ordered by the Instruction
of 1798 for the Agent of National Education to exclude all dogmatic teaching from
schools, and make plans for the improvement of education. The State, therefore,
took on responsibility for national education, simultaneously banning the
influence of the Church. The Agent of National Education, J.H. van der Palm,
inspired largely by the ideas of the Society, made a memorandum for the
organization and improvement of the schools. In 1801 and 1803, Education Acts
were issued which were not enforced due to changes in the Constitution. In 1806,
a final version of the Primary School and Education Act [Wet voor het Lager
Schoolwezen en Onderwijs] and additional enforcement regulations were passed

. The Act of 1806 survived further constitutional changes, and remained11)

effective until 1857. The legislation on education applied to every form of primary
education, such as nursery schools, schools for the poor, and French and German
schools. Only (pre-)academic education for the intellectual elite (Latin schools,
universities) was excluded . Although the Constitution had mentioned secondary12)

education, the actual educational facilities were only divided into primary and
higher education. A distinction was made between public schools, which were at
least partly financed by the public authorities, and private schools, which were
entirely financed by private means . The composition of education had to be13)

such that, while acquiring proper and useful skills, the children were able to
develop intellectual faculties, and were educated in every social and Christian
virtue. Schoolmasters were not allowed to teach denominational tenets at school,
although denominations had the opportunity to do so. In any case, the subjects at
ordinary primary schools were reading, writing, calculation, and grammar. The
system of class-teaching was compulsory. A list of school books was published
from which public schools were not allowed to deviate. Four examinations for
teacher's ranks at district level existed. The training of teachers was not regulated,
and their salaries were left to local customs. The enforcement of the law was
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supervised by means of an elaborate system of school inspectors with the Minister
responsible for education at the system's top . The organization of the14)

educational system corresponded a great deal, even though not completely, with
the ideas of the main assertive group, the Society . The specific contents of the15)

educational system were a compromise between the ideas of the Society and the
limitations of the State administrators.

The Kingdom of the Netherlands was established in 1813, after the fall of
Napoleon and his empire. William V's son returned to become King William I.
Due to the experiences with foreign rulers, the son of the former stadtholder was
widely accepted as King, and resistance against central power was withdrawn. In
1815, due to consent of the great European powers, the Kingdom was extended
southwards to include the Northern and Southern Netherlands. The Kingdom was
a centralized state. The Ministers and the members of the First Chamber of the
States General were appointed by the King, while the members of the Second
Chamber were elected by the Provincial States. The States-General mainly had an
advisory task, even more so after 1818 when it allowed the King to issue Royal
Decrees without parliamentary consult. The political structure of the Netherlands,
therefore, had changed from a decentralized, federative republic to a centralized
monarchy. The restricted nature of this political structure is an inaccessible one
in terms of Archer.

In 1814, the legislation on education was given a constitutional foundation.
The new Constitution stated that public education for lower, middle, and higher
schools was an object of persistent Government care. In 1815, when the
unification of the Northern and Southern Netherlands required a new
Constitution, the article in the Constitution read that public education was an
object of persistent Government care. Each year, the King had to report to the
States General as to the state of higher, middle, and lower schools. The legislation
on education was brought to a provisional conclusion in 1815 with a Royal Decree
on the organization of higher education, usually referred to as the Organic Decree.
Education for the Latin schools, athenea, and universities was formalized on a
national level. Higher education was supposed to prepare the student for a learned
position in society. No reference was made to any religious foundation, task, or
aim. The Latin schools were brought under the supervision of a department. The
municipal councils, however, had the task of the actual regulation and financing
of the schools .16)

The result of educational interactions between 1798 and 1815 was a change
of the structure of education and of its position in society. When the political
situation was stabilized and the former regulations on education maintained, a
Dutch State educational system had definitely been established: a nation-wide,
differentiated system of related educational facilities, which was partly supervised
and controlled by the national Government . By intervention of the State,17)

education was susceptible to the influence of several groups. It had become multi-
integrated. The decisive strategy which had led to this educational system, was the
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restrictive strategy. Unification appeared in the State instruction to local
government in order to provide schools, details in national laws, and State
supervision. Direct financing by the State was minimal. Systematization was
present in the separation between primary and higher education and expressed the
class character of education. Girls were excluded from higher education.
Differentiation was strong as far as the relation to the Church or religion in
general was concerned, but weak in other respects. Specialization depended
mainly on local circumstances. The external relations, especially unification, were
more significant than the internal ones. The relations of correspondence,
unification and systematization defined by the exclusivity of educational routes,
were more important than the relations of diversity, differentiation, and
specialization. The Dutch educational system, therefore, can be labelled as a
centralist one .18)

The issues. To some extent, the situation in 1798 conditioned the
development of technical education. The State educational system in the making
did not contain any facilities for practical training. Neither did a system of
technical education exist outside the educational system, as the guilds were
abolished, and its apprenticeship system had disappeared. The only forms of
formal vocational education regarded specific jobs, such as water and military
engineer, or the more general activity of drawing as in paintings and decoration.
Although a struggle for preservation of the guild privileges took place for some
time, it was finally decreed in 1818 that restoration of the guilds and their
privileges would not occur. The guilds' job-training was not replaced with another
type of on-the-job education. The relation between master and worker became
more loose as a result of the disappearance of the guilds. The need for practical
education in the first half of the 19th century continued to be relatively small.
There were few technically well-qualified labourers, and when needed they were
often called in from abroad.

The principal issue during this period was the establishment of forms of
technical education. The interesting questions with regard to such initiatives
concerned the party involved, either an official or a specific private one, the
intended group, the financing of courses, and their contents. The viability of
initiatives depended on the possibility to maintain courses financially, either by
means of participants' fees if courses were well attended, or contributions from
interested corporate actors.

Although the State educational system was centralized, it provided a great
degree of freedom for initiatives to establish education for technical jobs.
Although the educational system did not contain any type of education which
trained students in practical crafts, it provided a frame of reference for initiatives
to develop technical education. The system formally consisted of lower, middle,
and higher schools. As the desired level of technical education was yet indistinct,
actual initiatives could be linked to any level of the educational system.

The centralized educational system conditioned educational interaction in the
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sense that educational change had to pass the political centre. The inaccessible
political structure implied that changes had to originate from, or be approved of
by the King. Educational change could take on the form of State initiatives for
new educational facilities or directives to the municipal boards, requiring them to
finance schools, such as the Latin schools after the Organic Decree of 1815.
Private groups could develop new educational facilities as far as the Government
allowed them to act. Initially, only a few private social-economic or social-cultural
organizations, such as the Society for Public Welfare, were active. They were only
contingently related and did not have complementary motives beforehand. The
churches or religious organizations were only interested in primary education and
children's moral education, and had no concern for technical education.

As actions with regard to technical education were unconditioned to a great
extent, the actual initiatives were hardly related to each other. Therefore, the
subsequent section discusses them separately in a rough chronological and
thematical order. The distinctions according to level of education and official and
private initiatives are clearly present. As the viability of specific new educational
facilities was still indeterminate, the section deals with both daytime and evening
education.

The interactionLearn and labour schools (1798-1826).
The first initiatives to advance practical education regarded
the primary level. These initiatives were taken by national
and local authorities and concerned the so-called learn and
labour schools [leer- en werkscholen].

At the end of the 18th century, local schools for the
poor were already common. One of the ideas, e.g. in
treatises, was the establishment of labour schools for
elevating children of the poor. In these schools, children
were supposed to be kept busy with simple labour
(spinning, knitting), and be taught some basic knowledge
and morals . In fact, several cities had such labour19)

schools for the poor . These schools did not provide any20)

general education with the exception of a little religious
education and singing. The children performed labour,
usually spinning or weaving. The schools were attended for
both religious and financial motives . After 1798,21)

initiatives for practical education for young children could
only be taken in relation to the legislation for primary
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education, and the Act on Education of 1806 in specific.
In 1800, Van der Palm, the Agent of National

Education, published a memorandum with ideas on national
education. One of his proposals was to maintain specific
schools for the poor. As a sidelong remark, he suggested
to link an industrial school to these schools. Such industrial
schools had to be seen as labour schools. Children should
spin, knit, or perform other forms of manual labour when
not actually learning. Possibly, they received a small
earning. Van der Palm saw three advantages of this
linkage: the children became used to industrious activity,
their behaviour was watched, and parents were kept from
withdrawing their children from school . The suggestion22)

did not receive any immediate attention from legislators.
The Educational Acts of 1801 and 1803 did not make any
reference to such schools. In the Act of 1806, the notion
of labour schools for the poor reappeared. The third article
ordered the departmental authorities to stimulate and
expand the location of labour or industrial schools near
public schools . As the act made no formal distinctions23)

to obligatory types of primary education, the notion of
labour and industrial schools remained ineffective in
practice, even though these schools had attained legal
recognition.

The Society for Public Welfare became active with
regard to industrial education after the definitive
arrangement of the Act of 1806. The Society was mainly
preoccupied with education for all youth. Industrial
education for the more able and qualified children was not
given high priority. In 1807, the Society issued one of its
prize contests on this subject. It asked for a plan of
constitution for labour and industrial schools as mentioned
in the Act of 1806. In 1810, the request was repeated. In
both cases, only one person, J.H. Floh, a minister and
school inspector from Enschede, sent in an answer. Floh
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wanted to fight poverty and beggary. Therefore, he
proposed practical education in which children were taught
to work. As a consequence, the primary school was
divided into a school for learning and a school for labour.
In both instances, the prize contest was called off. As the
answer met the requests of the contest, the Society's
dissatisfaction was a signal that it was indeterminate with
regard to the substance of industrial schools . Local24)

departments of the Society were involved in the
establishment of a number of labour schools, e.g. spinning
schools in Woerden (1810), Groningen (1814), and
Middelharnis and Sommelsdijk (1815), spinning and
knitting schools in Leeuwarden and Zwolle, and a flax mill
in Nieuwenhoorn .25)

As far as known, the call for labour schools for the poor
remained almost to be in vain. Few such schools were
founded, and the actual schools presumably did not last
very long . Reportedly, in the Northern Netherlands in26)

January 1826, three labour schools of the poor existed,
consisting of 156 children . As these schools were more27)

concerned with child labour than professional education,
they are not taken into further consideration.

The schools and academies for design (1798-1817). At
the secondary or tertiary educational level, several plans
were proposed to promote technological development by
way of technical education in the period of reform after
1798. In 1801, the Agent of National Economy devised a
plan to provide technical courses at two universities. This
plan was not realized . In 1809, an official committee28)

presided by J.H. van Swinden, presented two plans to fill
the need for secondary education other than the Latin
schools. One of these plans mentioned practical drawing as
a subject to be taught. None of the plans had an immediate
effect .29)
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A number of educational facilities existed at the level of
secondary evening education. At the end of the 17th
century and during the 18th century, schools or
academies, which aimed at training in the arts of design,
were founded in a few cities. The academies were not
formal schools but merely gathering places for artists and
students. The academies for design aimed at the practice
and study of fine arts rather than the practical arts. The
level of study was relatively high and far removed from the
ordinary craftsman. At the end of the 18th century, most
cities had an academy or school for design . The30)

initiative was mostly taken by local societies supported by
the local authorities . The maintenance of the schools31)

was not assured and external influences endangered their
continuance. Some schools closed as a result of the
prohibition in 1798 of the supporting fraternities and
communities. After 1798, local departments of the Society
for Public Welfare became active in the foundation of
schools for design, e.g. in Deventer (1800), Schiedam
(1806), 's Gravenhage (1809), Haarlem (1809), and
Amsterdam (1814) . Local societies and municipal boards32)

had difficulty in maintaining schools or academies for
design when the economic situation deteriorated as a result
of the nation's political and military domination by the
French, and the economical warfare with the English.
Reportedly, many schools did not survive during this period
of economical depression. After the restoration of political
autonomy and the foundation of the Kingdom of the
Netherlands, the former state of affairs, including the
maintenance of schools for design, was resumed in many
cities.

Besides local initiatives, schools for design were also
subject to national policy. King William I assumed great
care for education as a means of elevating the nation. This
care was already clear from the maintenance of acts and
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regulations of 1806, and the establishment of the Royal
Decree of 1815 on (pre-)academic education. William I
took great interest in the promotion of industry and
commercial trade, the construction of railways and canals
and, consequently, the stimulation of industrial education.
In 1817, a Royal Decree on design education was passed.
The Decree was based on a report by O. Repelaer van
Driel, the Commissioner for Education, Arts, and Sciences.
The Minister mentioned three reasons for his report: a call
for advice from the King, a request from cities in the
Southern Netherlands for financial support to their schools
and academies for design, and the Government's vision to
enhance the arts for design. A proposal for regulation of
this type of education accompanied the report. The
proposal was approved by the King, and declared as a
Royal Decree on 13th of April 1817 . The Decree33)

prescribed that the cities had to maintain schools for
design. The central Government had the task of stimulation
and direction. Citizens had to realize the initiatives for
which the Government had no means. A distinction was
made between three types of education for design: two
Royal Academies for the arts for design of the third class,
one in Amsterdam in the Northern Netherlands and one in
Antwerpen in the Southern Netherlands, academies for
design of the second class in the larger cities, and schools
for design of the first class in all parts of the nation.
Although not mentioned by the Decree, the courses at the
schools of the first and second class were given during the
evening. They were aimed at craftsmen with a job during
the day, who wanted to add more theoretical knowledge
to their expertise. The schools of the first class provided
drawing and design-drawing. The academies of the second
class had the same lessons at a higher level, and included
geometry and stereometry. The academies of the third
class provided painting, sculpture, design, and graphics.
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The teachers at the schools of the first and second class
had to qualify themselves by taking an examination, which
was held by a Royal Academy or a national institute for
science, literature, and fine arts. The Government only
subsidized the two Royal Academies and two academies of
the second class, and awarded prizes for the best annual
students. Further requests for financial support were soon
denied, referring to the limited State finances. The
municipal government supervised the education.

Design education was stimulated, although this mainly
depended on the dedication of local boards and private
initiative . Advantages, such as stimulation of local34)

industrial activity, accommodation of the individual demand
for such education, and city status maintenance stood up
against the costs of these schools. Considering the
dispersion of schools for design and the lack of complaints
by the national Government with regard to the absence of
such schools, it is assumed that local authorities were
willing to co-operate in the establishment of schools.

Official initiatives for industrial education (1825-1830).
In the second half of the twenties, several official initiatives
were taken to establish industrial evening education at a
secondary or tertiary level other than the schools and
academies for design. In 1825, a Royal Decree on
industrial university lectures was published, which
proposed the dispersion of the practical sciences in order
to enhance the national economy. The Decree was based
on a report by D.J. van Ewijck, head of the educational
division of the Department. Van Ewijck stated that
industrial education based on the natural sciences, e.g.
chemistry, mechanics, physics, geometry, and drawing,
was a necessity for manufacturers and big farmers.
Interested industrial workers, manufacturers, and farmers
should be able to follow such education during the
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evening. Van Ewijck proposed that universities be obliged
to give industrial lectures. The Decree required universities,
among them Leiden, Groningen, and Utrecht, to give
regular education on the application of chemistry and
mechanics to the practical arts. It was assumed that the
universities were able to provide these courses on account
of their personnel and means available at that time . The35)

lectures by the Royal Decree were different from the
regular university courses . Moreover, the science36)

faculties resisted the lack of financial support. Only in
second or third instance did the Government give any
financial aid. Some activities were started due to the
persistent and repeated action of the national Government
and the co-operation of individuals at the universities.

In practice, the following types of education have been
provided. Industrial lectures with a one year course were
given in Leiden (industrial and agricultural lectures, 1826-
1873), Groningen (chemical technology and mechanical
engineering, 1827-1830), and Utrecht (chemistry, 1829-
1842). They attracted a small number of students. Only in
Leiden, they formed a significant group. Industrial schools
with a two year course existed in Leiden (1826-1836, at
the university) and Groningen (1827-1828, at the
university) . In Amsterdam, an industrial school at the37)

local department of the Society for Public Welfare existed
from 1826 till 1830. As Amsterdam did not have a
university, the department wanted to provide for industrial
education itself. The Government reacted willingly and
supported the initiative financially. The course at this
industrial school consisted of four subjects: arithmetics,
physics, chemistry, and mechanics . In Leiden and38)

Groningen, the academies for design and the industrial
schools rivalled. The industrial schools were instigated by
the national Government, while the academies for design
aiming partly for the same public were not considered for
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support . In the Northern Netherlands, most attempts for39)

industrial education at the universities were only half-
hearted and short-lived due to the lack of material support
by the national Government, universities' reservation or
aversion, and the dependency on the dedication of
individual teachers. In 1842, the Royal Decree was
withdrawn .40)

At the end of the 1820's, activities were undertaken to
achieve new educational legislation including secondary
education. In 1828, the King requested advice on the
appropriateness of the educational system. One of the
reasons for this request was a memorandum to the King by
J. de Gelder, a professor from Leiden, who argued for the
enhancement of industrial schools, the development of
poly-technical schools, and the foundation of an industrial
society . At the same time, several private parties from41)

the Southern Netherlands had requested royal approval for
private initiatives regarding industrial education . Van42)

Ewijck's advice started from the idea that the types of
education should suit society's classes. However, little
knowledge existed within the industrial class. Van Ewijck
made three suggestions: the introduction of the subject of
line drawing in common primary schools, the adjustment of
the schools for design's goals from the fine arts to the
industrious arts, and the foundation of secondary schools
for general and vocational education, one of them to
become a normal or poly-technical school . The King43)

needed more considerations on a number of Van Ewijck's
suggestions, and requested further advice from a State
committee on the subject of higher education, from
another advisor on the subject of a poly-technical school,
and from the Minister with respect to the subject of
schools for design.

In 1828, the State committee on higher education, the
so called Roëll Committee, published a majority and a
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minority advice. At the same time, another committee, the
d'Ursel Committee, made propositions with regard to the
regulation of secondary education. The main issue was the
distinction between secondary and higher education. The
majority of the Roëll Committee proposed higher education,
including the Latin schools, to teach general scientific
knowledge as opposed to more practical and professional
education, and secondary schools to teach general
knowledge with regard to later professional practices. The
minority and the d'Ursel Committee preferred secondary
schools containing all education between lower and higher
education, including the Latin schools and a part of the
education at the universities. Secondary education would
have three aims: preparation for a university study,
acquisition of general civilization, and acquisition of
practical knowledge. In 1829, a proposal regarding law
followed the reports of both committees. Due to political
circumstances, this proposal was withdrawn half a year
later. After this, the reports remained without effect .44)

A special advisor of the King, A. Lipkens, also brought
out advice with regard to a poly-technical school in 1828.
Lipkens had examined the possibilities of technical
education for different social layers in society. The schools
for design and industrial schools present at that time for
the simple craftsmen were criticized for not taking their
students' existing knowledge into consideration. Lipkens
argued for theoretical education applied to daily
professional practice. Additional industrial education at the
universities was suggested for the well-to-do youth.
Finally, poly-technical schools were proposed for the sons
of masters of crafts and heads of artisans, the future
middle and higher industrial workers. The establishment of
a poly-technical school in Brussels was called off due to
political circumstances .45)

In 1829, the Minister, P.J.S.L. van Gobbelschroy,
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reported on the revision of the schools for design. Van
Gobbelschroy stated that the Government had to act with
regard to industrial education for two kinds of groups: the
sons of craftsmen, and the future industrial masters,
heads, supervisors, and foremen. To this end, he requested
a reform of the schools for design. The original Decree on
schools for design of 1817 had only accentuated the fine
arts. Van Gobbelschroy proposed to reform design
education by extending its goals: not just the teaching of
fine arts but also the practical arts. William I fully accepted
the proposals and adopted them in a Royal Decree in 1829
revising the Decree of 1817 . The new Decree implied a46)

reform in two ways: education in the practical arts as
equivalent of that in the fine arts, and technical education
for both skilled working people and their bosses and
supervisors. The Decree provided a program for a three
year course at the schools for design. The first two years
were preparatory for all students. The first year was new.
It consisted of mathematics and linear and perspective
drawing. The second year consisted of geometry,
architecture, and drawing. The third and final year were
divided into a section for the fine arts and a new section
for the practical arts. The latter section included the
subjects of architecture, architectural or technical drawing,
descriptive geometry, and construction. Additional
theoretical subjects, such as mechanics, physics, and
chemistry, were not mentioned. Students of the practical
arts also became eligible for the annual prizes.
Municipalities' responsibility for the maintenance of the
schools continued . Around 1830 in the Northern47)

Netherlands, the Royal Academy in Amsterdam existed as
an educational institution for only fine arts. Academies for
design of the second class appeared in seven cities,
namely Amsterdam, The Hague, Leiden, Middelburg,
Groningen, Deventer, and 's Hertogenbosch. Schools for
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design of the first class must have existed in at least
eleven cities . The Decree of 1829 probably encouraged48)

municipal councils to start or continue schools and
academies for design.

Private initiatives for industrial education (1831-1841).
The change in political circumstances which had prevented
further educational renewal, was the secession of the
Southern Netherlands in 1830. Important differences had
existed between both parts of the country. The North was
mainly Protestant and the South Catholic. The North largely
depended on commercial trade, while industry was
relatively more important in the South. In the Southern
Netherlands, a very strong relation between education and
religion continued to exist. Efforts to introduce the northern
educational legislation into the South by means of political
decrees had struck resistance from the Catholics . The49)

educational issue was one of the items of resistance
against the King's politics. In 1830, the Southern
Netherlands revolted against the rule of William I. The King
tried without success to stop this revolt by a costly military
campaign. The continuation of the renewal process from
the end of the twenties onwards, and the financing of new
schools was subordinated. In 1839, William I accepted the
secession and the establishment of the independent state
of Belgium. The Northern Netherlands, including the
northern regions of the provinces of Limburg, Brabant, and
Vlaanderen which had already been under the rule of the
States General of the Northern Netherlands in the 17th and
18th century, remained the Kingdom of the Netherlands.

As the political authorities were engaged otherwise,
private parties gained more leeway for their initiatives. In
the thirties, several forms of industrial education developed
from initiative of private organizations, such as the Dutch
Economical Society, the Society for Public Welfare, and the
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Dutch Mercantile Society. The Dutch Economical Society
[Nederlandsche Huishoudelijke Maatschappij], founded in
1777 , published practical knowledge, called for prize50)

issues, propagated the use of domestic goods, stimulated
inventions, and translated foreign publications . Van51)

Gelder's memorandum of 1828, which had initiated the
debate on education's arrangement at the end of the
1820's, inspired the Society to become active with
educational affairs. One of the proposals of Van Gelder had
been the establishment of a fund to finance technical
education. In 1831, after consultation of the Society's
departments, a committee of the Society stated that the
Society should provide opportunity for attending popular
education in arithmetic and natural sciences applied to
labour in crafts and industry. Such popular education
would raise the workers' level of skilled knowledge, their
morality and social esteem, and encourage national
industry. It was intended for actual and future craftsmen
and those with supervisory tasks. It meant prolonged
evening education related to the daily practice at work.
Schools should be started by local departments of the
Society in co-operation with the Society for Public Welfare
and possibly with subsidies from local authorities. Initiative
from the authorities was not deemed desirable, as it could
lead to education which did not suit the desired
practicality. In 1832, the General Meeting of the Society
accepted the proposals and decided to give ƒ 1000,-
subsidy for the first year of each industrial school . The52)

decisions were put into effect in the following years.
Industrial schools were founded by the departments of the
Dutch Economical Society in 22 cities and with the
initiative of others in two cities. The subjects taught were
arithmetics, natural science, chemistry, and engineering.
Not all schools succeeded . Industrial education was53)

confronted with poor basic knowledge of pupils,
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absenteeism due to the hard combination of work and
education, a lack of capable teachers and sufficient school
books and methods, and finally the little financial capacity
of school boards.

For some time, the Society for Public Welfare did not
take any initiatives after the former ones with regard to
learn and labour schools and the school for industry in
Amsterdam. Locally, the Society continued to support
schools or academies for design and, in some cases, the
industrial schools founded by the Dutch Economical
Society. In 1839, the Society issued a prize contest to
receive a plan for an industrial school, i.e. a school
combining the required regular schooling in general, with
lessons and practice in manual labour. Such an industrial
school should be useful for children's later family life or in
crafts . This idea of an industrial school was simpler than54)

the notion of the school for industry in Amsterdam, and
proceeded from the former idea of learn and labour
schools. In 1841, the national board recommended to its
departments to found nursery schools, refresher schools,
and learn and labour schools. In practice, knitting and
sewing schools for girls were established .55)

The Dutch Mercantile Society [Nederlandsche Handel-
Maatschappij], founded in 1824 on behalf of William I who
also gained the profits, needed another location for
manufacturing textile after the secession of the Southern
Netherlands. With foreign aid, it started manufactures in
the eastern Netherlands in the region of Twente. In 1833,
the Society founded weaving schools in several villages to
familiarize the locals with the new techniques. At certain
times, the poor were favoured with regard to admission to
these schools. In three months' time, young people learned
the trade and went on to earn a living. With the old
method, this would have taken them three years. In 1836,
the schools were closed down when enough workers had
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mastered the new technique . The weaving schools were56)

a formalized, inside-trade training. They trained only the
techniques to be employed in the manufactures, only to
those who were to be employed, and only as long as there
was a demand for trained workers. Other manufacturers
also provided a training for future or beginning personnel.
This was the case in industries in which well-qualified
personnel was scarce, for instance in shipbuilding, diamond
cutting, and type foundry. The most pronounced initiative
was in engineering works in Amsterdam. In 1832, the
directors started a theoretical and practical trade training
with calculation, geometry, natural science, materials
science, drawing, and practice . As these types of57)

training were primarily concerned with the training of
private personnel, they are not taken into further
consideration.

The Royal Academy for civil engineers (1842-1863).
Not till the early forties did the Government take a new
initiative, namely with regard to the engineering education.
The main technical jobs were state technician, military
engineer, and civil engineer . Initially, the only available58)

course was at the Royal Military Academy in Breda
qualifying for the confined labour market of state and
military assignments . No education existed for civil59)

engineer, as Lipkens' plan for the foundation of a poly-
technical school in Brussels had become impossible due to
the secession of the Southern Netherlands . In 1841,60)

several figures from the private sector, among them
Lipkens and a number of architects, urged the Government
to take new initiatives.

On the 8th of January 1842, a Royal Decree was
published providing the foundation of a Royal Academy in
Delft for the education of civil engineers. Lipkens was
appointed as its first director. The Academy received ƒ
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10.000,- from the Government at the start. The Academy
included departments for professions in the Government
service, such as public works, mining, the colony of the
Dutch Indies, and the Department of Finances, and for
architectural and engineering professions. Course duration
was four years with the exception of some professions
which had a one or two year course. The subjects were
manifold and diverse. School fees were high: ƒ 200,- a
year.

The actual development of the Academy was uncertain.
The number of first year students varied from 28 to 97,
with an average of 58 until 1863. The Academy
encountered several problems. The diverse, incoherent
supply of qualifications hampered its image: more than half
of the graduates were officials for the Dutch Indies, just
over one third was qualified as engineer. The educational
program and especially its degree of freedom was often a
point of discussion between director and students. The
most important problem was the lack of sufficient finances,
partly due to the lack of an annual State contribution. The
Government criticized the school at least twice for not
living up to its aims. In 1848, the Academy's closure and
transfer was discussed on Government level. The
discussion ceased after the school's protest. Once again in
1858-'59, the Academy was criticized for deviating from
the goal of higher technical education, and for not being
legally regulated .61)

The Constitution of 1848 and the Primary Education Act
of 1857. In 1848, a new Constitution was adopted. This
Constitution brought on important changes with regard to
both the political structure and principles of education.
Although it did not directly influence technical education,
it conditioned future interactions significantly.

The political changes came about as a result of the
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criticism on the King's extensive authority and the
insufficient authority of Government and Parliament. King
William II, who had succeeded his father in 1840,
continued in the same manner as his predecessor. Even
though in 1840, the Ministers had been ascribed a shared
responsibility, he attempted to reign as an almost
autonomous King with little regard for his Ministers and
Parliament. Especially the Liberals called for political
reforms . Impressed by the social and political unrest in62)

Europe in 1848, King William II agreed to a constitutional
change almost overnight. The new Constitution was edited
by a committee, in which J.R. Thorbecke, the foreman of
the Liberals, was the main figure.

The Constitution of 1848 made the Netherlands a
constitutional monarchy. The Second Chamber of the
States General was chosen directly by the voters instead
of by the Provincial States. The members were chosen in
districts, which had at least two representatives each. The
census consisted of citizens who paid a certain amount of
direct taxes. The First Chamber was chosen by the
members of the Provincial States, instead of being
appointed by the King. The Second Chamber had the rights
of amending law proposals, approving the annual budget,
inquiry, and interpellation. The Ministers had a competence
independent from the King's authority. The King would be
inviolable. Although direct representation was introduced,
and the power balance shifted in favour of the King's
Ministers and Parliament, the political structure can still be
called a semi-accessible one in terms of Archer due to the
limited census (around 11 % of the men of 23 years of age
or more had the right to vote; women, not paying taxes,
were excluded), the King's right to appoint and dismiss
Ministers, the Government's right to dissolve Parliament,
and the remaining right of the King to issue Royal Decrees.

In 1849, Thorbecke became Minister of the Interior, and
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in this capacity he introduced a Province Act in 1850 and
a Municipality Act in 1851. The political system consisted
of three layers: local municipalities, regional provinces, and
the national State, each with its own rights and duties. The
provinces had the least authority in this system. King
William II died in 1849, and was succeeded by his son,
William III, who remained in power until his death in 1890.
In Parliament, the four main groups were the Liberals, the
Conservatives, the Catholics, and the orthodox Protestants

. These groups were merely political streams. No national63)

organization, program, or campaign existed. As half of the
parliamentary members was elected every two years,
relations within Parliament and the body of Ministers often
changed. Both the Liberals and the Conservatives had a
major position in Government for some time, just as
incidentally did the Protestants. As the King appointed the
Ministers, and political groups in Parliament were not well
established, the political colour of the successive
governments was often indeterminate.

The revision of the Constitution in 1848 also involved
the article on education . A fierce debate had arisen on64)

the principle of freedom of education. The issue would
continue to be a major political issue for many years. Dutch
laws held that education could only be given with consent
from local authorities and in accordance with the law. This
meant that dogmatic religious education was not allowed.
The religious minority groups, such as the Catholics and
orthodox Protestants, felt hindered by the enlightened
Christian, mostly Protestant, contents of primary
education. At the same time, the Liberals wanted less state
interference with education for political reasons, such as
the individual freedom of instruction with the authorities'
supervisory responsibility, instead of religious motives.
Conservatives and moderate Protestants, who had
controlled educational legislation up till then, wanted
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general Christian education to be made accessible to
children of all religious persuasions. This meant
maintenance of the principles of the Act of 1806. The
orthodox Protestants wanted to abolish the general
character of the public school and pleaded orthodox
Christian education. The Catholics, however, feared an
orthodox Christian-Protestant character of education and
wanted Catholic schools in Catholic regions of the country

. For the first time, a professional group, the Dutch65)

Society for Teachers [Nederlandsch Onderwijzers
Genootschap, NOG], founded in 1842 , took part in the66)

educational interactions. The Society argued for the
maintenance of the general Christian character of the
public school as laid down in the 1806 Act, and against
freedom of education on the basis of principal as well as
material reasons. After some debate on the contents of the
article on education in the 1848 Constitution, the following
text was adopted :67)

1. The public education is an object of continuing care of
the Government. 2. The arrangement of the public
education is regulated by law with respect to everyone's
religious standards. 3. Sufficient public lower education is
given everywhere in the Kingdom on account of the
authorities. 4. With the exception of Government
supervision, the provision of education is unrestrained and,
moreover, where secondary and lower education is
concerned, with the exception of the inquiry into the
capability and morality of the teachers; all this to be
regulated by law. 5. The King gives an annual extensive
report to the States-General on the condition of higher,
secondary, and lower schools.

The new constitutional article was a compromise between
the differing views. Freedom of education became
recognized, but only along with the liberal demands for
State supervision and an inquiry into proficiency and
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decency. At the same time, due to urging by the advocates
of the Act of 1806, the Government's care for public
education was maintained, and sufficient public lower
education was guaranteed by the authorities.

As a consequence of the new Constitution, revised
laws on primary education as well as secondary education
had to be drafted. Despite the compromise with regard to
the Constitution, the school issue continued during the
preparation of a new act on primary education. The main
point was the role of the State with regard to the religious
contents of education. Three proposals failed. The first one
of 1849 proposed a neutral school. The second proposal in
1854 called for a general religious school, and opened the
possibility of local State-denominational schools. The third
proposal also opted for a locally modified, moral and
religious school without the possibility of State-
denominational schools. Finally, in 1857, a fourth proposal
of the ethic-irenic Protestant J.J.L. van der Brugghen was
transferred into a law. It started from the idea of general
public schools with the possibility of founding private
schools. In Parliament, the proposal received consent from
the Liberals, the moderate Protestants, almost all
Conservatives, and half of the Catholics. The orthodox
Protestants, headed by G. Groen van Prinsterer, were
opposed as they were in favour of denominational public
schools. The Primary Education Act of 1857 distinguished
between public and private education depending on the
financing body. Public education had a general Christian
character, which did not offend religious dogmas of any
church. The municipal councils were given more duties and
responsibilities regarding primary schools. The effect of the
act was an increase of the public schools' neutrality.
Denominational schools could be established without
consent of authorities, however, they had to be financed
privately .68)
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The Dutch Society for Teachers had been very active
debating the formal regulations on primary education. It
had addressed the Government on the occasions of the
change of the Constitution in 1848 and the revision of the
act on primary education in the fifties. The views of the
Society partly concerned practical primary education . In69)

1848, the Society spoke out for the foundation of labour
schools related to the common primary schools as a means
to fight poverty with education . In the early fifties, some70)

departments of the Society reported on the local
educational facilities for trade and industry . The Society71)

for Public Welfare also supported some form of practical
training in primary education. In 1849, the Society sent an
address to the King, Parliament, and other interested
parties, regarding the contents of a new law on primary
education. The Society argued for line drawing and
elementary foundations of trade and industry as new
subjects on the list of compulsory subjects in primary
education . The attention of both societies with respect72)

to practical primary education was in vain. The final Act of
1857 did not make any reference to practical education.
Drawing was on the list of subjects of more extended
primary education, but not of primary education.
Furthermore, the subject did not only regard line drawing,
but drawing in general, and therefore hardly contributed to
practical drawing.

Private initiatives for evening vocational education
(1842-1863). As no State initiatives for vocational
education were taken, besides the establishment of the
Royal Academy in Delft in 1842, private initiative still
maintained and established schools in the forties and
fifties. New schools for design were founded in smaller
towns by the local authorities, or by departments of a
national organization, such as the Society for Public
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Welfare, with financial support of authorities. In many
cases, these schools were only oriented to constructional
drawing . Most schools for industry were founded by the73)

Dutch Economical Society, which had been renamed Dutch
Society for the Furtherance of Industry [Nederlandsche
Maatschappij ter bevordering van Nijverheid] in 1836 .74)

Several municipal councils extended support to schools for
industry. In a number of cases, the municipal council was
even the founder of such a school .75)

The boards of the schools for design and industry had
a difficult task in maintaining their schools. They had to
raise funds from private organizations and individuals and
from the authorities in order to supplement the income of
school fees. Often, a school had to close down. In some
cases, the school board took new initiatives. In Deventer
in 1845, the Society for Public Welfare added a practical or
labour school to the already existing school for design. In
the practical school, boys practised the theoretical lessons
of the school for design and worked on school appliances,
art objects, objects of practical use, and models of
instruments. Practical schools were also added to a
municipal school for design in Zwolle in 1850, and the
school for design by the Society of Public Welfare in
Zutphen in 1853. In Zutphen, boys received their practical
lessons partly during the day . In Nijmegen in 1850, an76)

evening craft or vocational school was founded by five
individuals. Financial contributions were requested from
beneficiaries and students. At first, the municipal council
refused to contribute as it did not endorse local
industrialization. Eventually, the council gave a small grant,
just as the local department of the Society of Public
Welfare had done .77)

The Royal Academy in Amsterdam continued to
accentuate the fine arts. The chance to expand its scope
was lost with the foundation of the Royal Academy for civil
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engineers in Delft in 1842. The Amsterdam Academy had
a difficult existence. It depended on contributions from the
State, the municipal council, and private individuals. In the
1840's, the State contribution decreased and in 1851 it
ceased altogether. The Academy had severe problems in
maintaining the lessons . The number of students78)

stagnated: in 1822 it had 350 participants and in 1862
only 243 . The Academy's task to examine teachers for79)

the design lessons was not effectively fulfilled. In 1862,
the school board made an inquiry into the qualifications of
drawing teachers. The inquiry concluded that after 1840
no fewer than 66 people had been appointed without the
required qualification. Many school boards had even
appointed an unqualified person while a qualified one had
been at hand. Many teachers applied for the examination
only after having been appointed as a teacher. The Minister
was informed by the school board, however, he did not
take any action. The only thing left to do for the Academy
was to persuade the local school boards to appoint
qualified teachers.

A new organization supporting evening education for
crafts was the Association for Furtherance of Manufactural
and Craft Industry [Vereeniging tot bevordering van
Fabrieks- en Handwerksnijverheid], founded in 1851. The
Association aimed to benefit the general interest of the
various branches of manufactural and craft industry. One
of the means to reach this goal was the promotion of
industrial education . The Association preferred80)

theoretical industrial education. From 1857 onwards, it
supported some local schools for industry. However, it had
little regard for such schools. Only a few hours of
theoretical education was deemed insufficient. The spirit
and consciousness of the workers had to evolve further .81)

At the Annual Meeting of the Association in 1860, D.
Bierens de Haan presented a report on industrial schools in
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the Netherlands and abroad. In the Netherlands, only a few
such educational facilities had emerged, mainly the schools
for industry by the Society for Industry. After the example
of other nations, the author called for the foundation of
general secondary ('Reaal') and industrial schools in the
Netherlands. Furthermore, he called for schools for specific
trades with a significant theoretical level .82)

In 1861, the Society for Industry discussed the
continuation of its financial support to the schools for
industry. More departments required support for such
schools, while the Society could not afford the costs. It
had already spent ƒ 24.790,- on subsidies for eight
schools. The discussion resulted in rejecting the idea to
subsidize all departments for the maintenance of an
industrial school, and in continuing the support to the then
schools. At the same time, it was recommended that the
local authorities should give more financial support .83)

Private initiatives for daytime vocational education
(1844-1863). All activities mentioned above concerned
evening education. In addresses and articles at the
beginning of the 1840's, several individuals had already
criticized the effectiveness of education for design and
industry, and had argued for better vocational education

. Actual initiatives of private individuals which resulted in84)

the foundation of daytime vocational schools were more
significant. These initiatives concerned the schools founded
by the Amsterdam doctor Sarphati and others, the
Amsterdam architect Hana, four private individuals from
Utrecht, and the Society for the Working Class in
Amsterdam.

The Amsterdam doctor S. Sarphati believed that the
Royal Academy in Delft should have been located in
Amsterdam. He tried to interest the Dutch Society in
Industry and the Mayor and Aldermen of Amsterdam. The
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last initiative was successful, as a committee was
appointed to inquire whether Amsterdam should have a
higher level vocational school. The committee succeeded,
and in 1846 the Amsterdam Institution for Education in
Trade and Industry was opened. The school had four aims:
education of merchants and other people working in
commercial trade, education of technicians for
management positions, general technical education, and
education for administrative positions in trade and
technology. The school had three departments. The
department of trade had a three year course, while the
department of industry had a four year course. The third
department provided general education in sciences relevant
to trade and industry. The subjects included foreign
languages, various aspects of natural sciences, trade, and
economy. In practice, the school was confronted with a
lack of room and appliances, a shortage of funds, and most
of all a decrease in number of students. The municipal
council did not make any financial contributions. The lack
of funds prompted the school to end its courses in 1850-
'51. Once again, Sarphati took the initiative to continue the
school in a reduced form. Only the trade department
proceeded, its three year course and lessons were
simplified. The school existed until Sarphati's death in
1866 .85)

In 1844, H. Hana, an Amsterdam architect also initiated
the foundation of a daytime vocational school. The school
aimed at educating boys for various crafts, and providing
a general technical training. The educational program of the
vocational or craft school contained the same subjects as
the schools for design and industry, namely drawing, line
drawing, construction, constructional drawing,
architecture, natural science, chemistry, and mechanical
engineering, supplemented by manual training. The
combination of theoretical subjects and practical exercise
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was deemed essential. The duration of the course is
unknown. The school still existed in 1854, but was
probably closed in 1857. It had to meet various problems
such as the high school fees, the limited number of crafts
for which training could be given, lack of practical
assignments (during a few years students helped to build
houses designed by Hana), lack of financial support from
others, and the subsequent high costs of the school .86)

In Utrecht in 1850, a Technical School was founded by
four private individuals. These people aimed at a technical
school on a secondary level in-between the schools for
industry and the Royal Academy in Delft. The Technical
School had four goals: preparation of students for
institutions of higher technical education, general technical
education as part of both job preparation and general
education, and specific technical education for managers
in industry. The minimal age for admission was 14 years.
Only a testimonium from the head of the primary school
was required. The duration of the course was two years.
To enable students to continue their education at the
Academy in Delft, the course's duration was soon changed
to three years. The main subjects were geometry,
arithmetics, natural science, chemistry, mechanics, and
various forms of drawing. Furthermore, biology,
geography, foreign languages, and economy were taught.
No exercises were required, but factories and
manufactures were visited. Besides private contributions,
the school received subsidies from the provincial and
municipal councils. The main problem of the school was
the students' insufficient basic knowledge. The desired
connection with the Royal Academy was not optimal .87)

In Amsterdam in 1854, the Society for reformation of
the Working Class (later Society for the Working Class)
[Maatschappij voor den Werkenden Stand] was founded by
proprietary bosses. The Society aimed at furtherance of
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manual labourers' material and moral interests, and
provided care to the workers of members. Before long, the
Society discussed the idea of daytime theoretical and
practical education. The Society's official goals were
extended with the furtherance of practical education. The
Society for Furtherance of Architecture [Maatschappij tot
bevordering der Bouwkunst] was asked for advice . In88)

1857, the Society for Architecture issued a prize contest
regarding the organization of a vocational school. Two
answers were received, one by the architects J.J. Vormer
and H.W. Veth, the other by the architect J. van Maurik,
both proposing a school which combined theoretical and
practical subjects. The jury's report advocated vocational
education for future workers and managers. Each major
municipality should have such a school, financed by the
State . In 1860, the Society for Architecture addressed89)

the Government with requests to protect the title of
architect, and regulate his education in a law on higher
education, and to regulate industrial and vocational schools
in an act on secondary education. The address was
accompanied by a plan of subjects for such schools. It
contained theoretical subjects, such as drawing (linear,
constructional, and mechanical), artistic drawing,
delineation of parts of buildings, geometry, science,
chemistry and mechanics, arithmetics, and Dutch
language, and possibly practical subjects such as
carpentry, smithery, turnery, sculpture, and modelling
depending on local demand .90)

The Society for the Working Class had followed the
activities of the Society for Architecture with great
interest. As a combined theoretical-practical school was
not advocated by others, the Society proceeded to found
a technical craft school itself. It decided to contribute ƒ
2000,- every year. The craft school was opened in 1861

. The school aimed at educating the sons of labourers. It91)
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was not deemed sufficient for the sons of the Society's
members . The duration of the course was three years.92)

The school educated students for several professions, the
most important being carpenter, smith, sculptor, and
turner. The subjects were arithmetics, projection, natural
science, various forms of drawing, professional theory, and
practice. Besides school fees and the Society's
contribution, the school received private gifts and
contributions. From its second year onwards, the school
received ƒ 3000,- from the municipal council. The school
welcomed around 55 new students every year. However,
the number of drop-outs was high, and equalled almost the
number of graduates. Besides a small number of students,
the school was also confronted with their variety. Some
students were waiting for a convenient job, while others
were placed at the school for disciplinary reasons.
Moreover, the school continuously struggled due to scarce
finances and the high costs of the practical subjects .93)

The Society for Public Welfare did not support any
schools for daytime vocational education. Initially, it
favoured that practical skills and professional ability were
acquired at the primary school. Later on, theoretical
evening education for young workers related to their daily
working practice was also promoted. Separate daytime
practical or practical-theoretical schools were regarded too
costly, and only suitable for a limited number of trades .94)

In 1859 once again, the Society turned down the idea of
labour schools, vocational schools, and schools of trade
and industry existing next to or following the primary
school .95)

The Secondary Education Act of 1863. The realization
of secondary education had been a major educational issue
for a long time. The main problem had been the
demarcation of secondary education in-between primary
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and higher education. The issue had become more
significant, as during the 19th century a middle class had
arisen, which considered the existing primary and higher
educational facilities to be insufficient. Official attempts to
fill in the void of secondary education at the end of the
twenties had failed. In 1838, the Latin school in The Hague
had opened a second department with a four year course
with modern languages and natural sciences instead of
Greek and Latin . This innovation, followed by other Latin96)

schools, did not satisfy the educational needs of the rising
middle class. In the fifties, attempts to regulate secondary
education failed .97)

In 1862, Thorbecke was appointed Minister of the
Interior once again. He gave a high priority to secondary
education and succeeded in the passage of a Secondary
Education Act [Middelbaar Onderwijswet] in 1863. The
parliamentary discussion of the act focused on the
definition of secondary education. In his explanations,
Thorbecke started from a differentiation with regard to
goal. Secondary education contained the education of
those citizens who, exceeding primary education, were
seeking for general knowledge, civilization, and preparation
for the various businesses of the industrious society.
Thorbecke maintained a three class social model: the lower
class needed only lower education, the middle class
required secondary education, while the higher class
needed (pre-)academic classical education. This view held
that Latin schools remained part of higher education, while
a poly-technical school belonged to secondary education.
Parliament accepted Thorbecke's view, however, only after
some debate .98)

The Act of 1863 defined secondary education as the
subjects taught at the schools mentioned in the Act. A
distinction was made between public and private
secondary schools. Public schools were founded or
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maintained by the local, regional, or national authorities
and private schools by others than authorities. Secondary
education was given at four types of schools: citizen
schools (with a 2-year course, either during the day or in
the evening), higher citizen schools (with a 3-, or 5-year
course), agricultural schools (among them one State
agricultural school), and a poly-technical School. Besides
these schools, secondary schools for girls could be
founded by local authorities or private parties . The Act99)

allocated tasks between national and local levels. Citizen
schools had to be founded by all major municipalities. The
State was obliged to found five higher citizen schools with
a five year course and ten schools with a three year
course. The Act included the subjects to be taught at each
school, namely arithmetics, mechanics, natural science and
chemistry, biology, technology or agriculture, geography,
history, Dutch language, economy, drawing, and
gymnastics at the citizen schools. These subjects were
supplemented with English, French, and German at the
higher citizen schools. Schools, with the exception of the
State schools, had the possibility of changing the
curriculum. The distinctions between secondary education
and higher education as well as between ordinary and
higher citizens schools were class based. Secondary
education also discriminated between the sexes: girls were
only supposed to enter special secondary schools for girls

.100)

From the view of vocational education, the following
elements of the proposal were of interest: the inclusion of
a poly-technical school in secondary education, the
exclusively theoretical contents of the proposed (higher)
citizen schools, and the introduction of citizen daytime and
evening schools with a two year course. The proposed
poly-technical school aimed at educating future
industrialists, engineers, and architects. The school was a
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continuation of the Royal Academy in Delft. Although the
school provided higher technical education, it was
regulated as a part of secondary education. Some Members
of Parliament had disagreed with this label, the underlying
view on class distinctions, and the assumed lesser status
of technical education. The Heemstra amendment to
redefine secondary education as intermediate between
lower and higher education was rejected .101)

The aim of secondary education, viz. general education,
civilization, and professional preparation, only implied
theoretical, intellectual education. Thorbecke turned down
the idea of vocational education with the argument that
industry should not determine the contents of education.
Practical education belonged to the work place and
theoretical education should be given at school. Some
Members of Parliament opposed to the Minister, and
proposed to admit practical subjects into the program of
the two year citizen schools. Their argument was not so
much based on principle than on practical considerations.
As children of the poor should be enabled to earn money
at a young age, their education had to contain practical
subjects. The Minister did not concede to these
parliamentarians . The address of the Society for102)

Architecture, and the existence of the craft school of the
Society for the Working Class were neglected in this
discussion.

The citizen schools were intended for the ordinary, not
well-to-do citizens. Both the name and feasibility of these
schools were discussed. The name signified that the poor
workers also belonged to the citizenry. However, it was
questioned whether these people could afford the citizen
schools. Thorbecke waved this objection aside. An
amendment Heemskerk to allow the large municipalities the
freedom to decide on the foundation of a citizen school
according to the local need was defeated . The citizen103)
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evening schools were hardly discussed. The municipalities
had to maintain these schools. This signified that the actual
schools for design, and especially the schools for industry,
could be transformed or absorbed into these evening
schools. The program of the citizen schools was more
extensive than that of the schools for design or industry.
However, the municipalities could change, cut down, or
expand the program, so that no formal objection existed to
a merger or take-over. In conclusion, the Act provided its
own path for the need of professional education for
craftsmen, namely general education at the two year
citizen day and evening schools. It neglected existing
private initiatives for daytime vocational education. It
presented a new framework for the evening schools for
design and schools for industry.

The educational facilities around 1863Facilities and
participation. In 1863, before realization of the Secondary
Education Act, technical education was provided in the
evening and during the day. The evening schools were the
schools and academies for design and the schools for
industry. As the academies for design had a more
elaborated educational program, and as several schools for
design co-operated with a school for industry, a more
useful distinction is that between: a) schools for design, in
which only drawing and/or constructional drawing was
taught, b) schools for industry, or combined schools for
design and industry with a more elaborated program, and
c) academies for design. Table 3.1 shows the spread of the
evening and daytime schools .104)
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type of school schools teachers students

schools for design 42 66 2128
schools for industry or 29 129 2430
design/industry 5 62 1494
academies for design 1 5 180
Royal Academy for design

total evening education 77 262 6232

Royal Academy for civil engineers 1 27 263
in Delft 1 13 97
School of Trade in Amsterdam 1 8 55
Technical School in Utrecht 1 10 117
Technical craft school in
Amsterdam

total daytime education 4 58 532

Table 3.1: Number of schools, teachers and students
around 1863

All evening schools had emanated from local parties,
either private or municipal. Twenty two of the 42 schools
for design were municipal schools. Six of the remaining 20
private schools received a municipal contribution . Out105)

of the 29 schools for industry, six were fully private, six
were private, but received a municipal contribution, eight
were municipal, and nine consisted of two departments:
one private, the other municipal. Only a few, unrelated
daytime schools existed. The financial maintenance of the
schools was a heavy burden for the sustaining
organizations. Around 1863, evening education
outweighed daytime education by far in number of schools,
teachers, and students.

The contents. The distinction between daytime and
evening education partly parallelled a difference with
regard to the contents of education. All evening education,
and most daytime education only contained theoretical
subjects. Although these subjects had to be relevant to the
working practice, lessons remained at an abstract level.
The schools for design only taught drawing and design-
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drawing. The academies for design taught the same
subjects on a higher level, and geometry and stereometry
in addition to these. The Royal Academy taught the art of
painting, sculpture, design, and graphics, and after 1829
also mathematics, drawing of line and perspective,
geometry, architecture, drawing, and either the fine arts or
the practical arts with architectural and mechanical
drawing. The schools for industry had a more scientific
program. They comprised the subjects of arithmetics,
physical science, chemistry or chemical technology, and
mechanics or mechanical engineering. In all cases, the
subjects were theoretical, but related to daily practice.
Only the daytime craft schools founded by Hana and the
Society for the Working Class started from the presumption
that theoretical education could and should be combined
with manual-practical education. This kind of education
was found on a smaller scale at the practical schools in
Deventer, Zwolle, and Zutphen. The practical component
consisted of exercises, guided by a teacher, and resulted
in products (instruments, models, appliances, etc). This
education combined two things which had been kept
separate up till then, namely theoretical schooling and
practical exercise.

The contents of education varied not only with regard
to the subjects. Although not formally, the various schools
were also distinguished into lower, middle, and higher
forms of technical education as presented in scheme 3.1.
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LEVEL DAYTIME AT EVENING

LOWER Technical craft school (in schools for design (42 cities)
Amsterdam, by the Society schools for industry (29
for the Working Class) cities)

MIDDLE Institution for Trade and academies for design (5
Industry (Amsterdam, by cities)
Sarphati)
Technical School (Utrecht)

HIGHER Royal Academy (Delft) Royal Academy (Amsterdam)

Scheme 3.1: Types of vocational education in 1863
according to level

The duration of the courses was indefinite, especially in
the case of evening education. The schools of lower
technical evening education did not necessarily have
courses longer than a year. Only the academies for design
had a formal three year course. The duration of the
courses at daytime schools is known in most cases. The
Royal Academy in Delft had four year courses for most
professions and one and two year courses for others. The
Institution for Trade and Industry in Amsterdam had a four
year course for its industry department until 1850, and a
three year course for its trade department until 1866. The
craft school of the Society for the Working Class had a
three year course.

Scheme 3.2 describes the contents of education. Three
important changes have occurred in time. First, vocational
education was given during the evening only at the start.
From the forties onwards, alternative daytime educational
facilities arose. Second, parallel to the first change, a shift
took place from theoretical courses only to a choice
between either theoretical courses or a combined
theoretical-practical course. Third, a further differentiation
to level occurred .106)



1798-1863: The origins116

CORRESPONDENCE DIVERSITY

EXTERNAL / Relation to local trade and Limited number of students,
SOCIAL- industry high nonattendance
CULTURAL Relation to class Locally based, high national

variety
INTERNAL / In theoretical education: Choices:
LOGICAL assumed separation between 1) subjects (drawing and/or

education and work and industrial)
assumed possibility of 2) level (lower, middle,
combination of daytime higher)
work and evening education 3) daytime or evening
In theoretical-practical education
education: assumed 4) theoretical or practical-
preparation on work by theoretical
practical exercises Alternatives:

a) on the job training,
b) general education

Scheme 3.2: Characteristics of the contents of technical
education

InterpretationFirst, this section summarizes the issues
during this period. Second, it interpretes the interaction
according to the types of corporate action and primary
action. Third, it discusses the structural consequences of
the results of interaction. Finally, it discusses the relation
between interaction and structural change.

The issues. The principle issue during this period was
the establishment of forms of technical education. These
forms have been distinguished as primary, secondary, and
higher level of education, and evening or daytime
education. On the primary level, daytime learn and labour
schools were proposed, and some actually existed. Also,
the subject of drawing as part of the course of primary
schools was advanced. On the higher level, evening
industrial lectures and schools were proposed. At some
universities, this education has in fact been given. In 1842,
a daytime Royal Academy for civil engineers was
established in Delft. The initiatives taken in respect to the
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primary and higher levels were inadequate as technical
education for a large group. At the secondary level, more
adequate attempts were made. Most of these attempts
concerned evening education, namely schools and
academies for design and the schools for industry.
Subsequently, some incidental daytime schools appeared.
Most of the actual forms of technical education were a
result of private and local initiative.

The intended group for these forms of education varied
greatly, namely in between all youth, in case of drawing at
the primary school, and specific professionals, such as civil
engineer. At first, the schools and academies for design
aimed at creating practical artists. After 1829, design
education and the new schools for industry aimed at
training students to become leading industrial workers and
bosses. The evening schools were meant for those who
were already professionally active during the day. Daytime
schools aimed at the youth, who wanted to be educated
for technical jobs. The intended groups were quite small,
so that all types of education had problems regarding
funds. Usually, local private groups and the municipalities
had to uphold a school with financial contributions. The
feasibility of all schools was problematic.

The interaction. Corporate action has been the most
important type of interaction with regard to technical
education during this period. Initially, interaction was
closely related to the political structure. The King made
decisions according to advice from administrative groups
and people, while local authorities, universities and external
groups took subsequent actions. The King's actions were
a form of political manipulation, especially in the case of
the universities and less in the case of cities. Political
transaction was incidental. No Government subsidies were
provided other than once only expenses for educational
appliances. The role of the King was complemented by the
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local authorities. Their main type of interaction was
political transaction. The only relevant external group until
1830 was the Society for Public Welfare. This Society
mainly used external transaction, for instance in the case
of prize issues and the maintenance of an industrial school
in Amsterdam. Forced by the King and with much
reluctance, the universities as a professional group
employed internal initiation. Industrial education at
universities depended on the motivation and willingness of
a few people. At the end of the 1820's, officials advised
the King to structure education, particularly secondary
education. These people used their expertise, therefore,
their actions were administrative initiation.

After 1830, the main type of interaction has been
initiative by private organizations or individuals. The
establishment of the schools for industry, the expansion of
the schools for design, along with the realization of
daytime schools at lower and middle level were the result
of external transaction by organizations, such as the
Society for Industry, the Society for Public Welfare, and
local groups or individuals. In some cases, local authorities
founded a school for design. The establishment of the
Royal Academy in Delft was the result of both
administrative initiation and political manipulation. The
State and the local authorities contributed financially to the
maintenance of many schools by use of political
transaction. The Government diminished its contributions
in time, especially in the case of the Royal Academy in
Amsterdam. In 1863 once again, the Government used
political manipulation by issuing legislation in the form of
the Act on Secondary Education. The role of administrative
groups was minimal, just as was the role of professional
groups. Only in the case of the Royal Academies
professional pressure was noted, namely protests against
cuts or neglect with respect to its examination task.
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Scheme 3.3. presents the degree of presence of
interest groups' activities. Political manipulation and
external transaction were the most important types of
corporate action. The former was predominant before
1830, the latter thereafter.

TYPE OF DEGREE
ACTIVITY

political Royal Decrees of 1817 and 1829 with much delegation

manipulation Royal Decree of 1842 with regard to the Royal

political Small subsidies for prizes and appliances for schools for
 transaction design, diminished in the case of the Amsterdam
external Academy; support of Royal Academy in Delft
 transaction Foundation and maintenance of schools by local

external Welfare, Society for the Working Class, Private
pressure individuals (Hana, Sarphati a.o.) and other private
administrativ organizations
e Calls for financial support, call for foundation of

manipulation Almost absent, Department ordering universities to
administrativ follow Decree of 1825
e
 initiation Individuals and committees advising the King (end
internal 1820's, Lipkens in 1841)
initiation Individual university teachers regulating industrial
professional lectures and schools
 pressure Resistance from university faculties, calls for financial

Royal Decree of 1825 with commands

Academy in Delft
Act on Secondary Education of 1863

authorities, Society for Industry, Society for Public

vocational schools

support,
protests from Academies against cuts and evasion of
examination rules

Scheme 3.3: Degree of presence of activities of interest
groups

Primary actors were hardly significant during this period
. The supply of provisions with regard to technical107)

education came solely from the actions of corporate
actors. The number of students remained small, and was
not very significant in the expansion of this type of
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education. The only manner in which primary actors had
effect, was negative. If a course had not enough students,
it was dissolved. In most cases, however, the cessation of
a course resulted from the side of supply, for instance in
the case where the teacher died or left .108)

As most courses were evening courses, the interested
public consisted of those with a job or a business of their
own. Daytime activities, therefore, had to be combined
with an evening course. The combination of work and
school was difficult as working hours were long, even
though schools held their courses mainly during the winter
and not before seven o'clock in the evening. Only the
people with great interest in technology could be expected
to attend the courses. Where young people were
concerned, parents could not be expected to invest in their
schooling. The subscription to a course implied the
payment of a fee. Only at a number of schools for design
did the authorities order to allow poor students entry
without admission fees. The annual income of labourers
was low and hardly allowed for payment of fees . The109)

options available for boys expanded by the introduction of
daytime schools. The few daytime schools had a significant
problem in keeping students interested. A daytime study
meant the payment of a school fee, and the loss of income
from a job which could be taken otherwise. Only the very
resolved and well-to-do labourers would send their children
to daytime schools and keep them there. The high number
of drop-outs at the technical craft school of the Society for
the Working Class was illustrative. In general, supply of
technical education was more significant than demand
during this period, and corporate action completely
dominated primary action.

The system characteristics. Originally, no type of formal
technical education existed either inside or outside the
State educational system. This system only concerned
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general education. The apprenticeship system of the guilds
was abandoned, and educational facilities, such as the
academies for design, were hardly relevant to technical
craftsmen. Around 1863, several facilities for technical
education existed. These facilities are viewed as a system,
and analyzed according to their relations with social
institutions, such as the State and the economy, the
educational system, and according to their internal
relations.

Technical education was related to the State in a loose
manner. Initially, the central government had an initiating
and stimulating role, leaving further organization, financing,
and supervision to other parties. This was the case with
design and industrial education at universities. The
Government only provided marginal financial support. The
State policy was successful in the case of the already
existing schools and academies for design. New forms of
education, namely industrial lectures and schools including
the one of the Society for Public Welfare, did not prove to
be viable. In second instance, the State remained passive,
e.g. during the rise of a new type of education, the schools
for industry, and in the case of the Royal Academy in
Amsterdam. The State supported the foundation of the
Royal Academy in Delft, however, later it was critical of it.
The change in the Constitution of 1848, i.e. freedom to
provide education as far as certain restrictions were met,
provided private groups with more opportunity to establish
educational facilities without the authorities' permission.
This change had no short term effect on vocational
education. Only with the Secondary Education Act of 1863
did the State once again intervene with regard to
theoretical evening education for workers. However, it
introduced new types of education and neglected actual
initiatives.

The only other relevant social institution was the
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economic sector of society. Initially, the link of design and
industrial education with economy was vague. As the
courses were given in the evening, all students were
employed, or had a business of their own. The Decree of
1829 resulted in more attention for the practical arts. The
establishment of schools for industry, the foundation of a
Royal Academy for civil engineers, schools for middle
technical or trade education, and technical craft schools
improved the relation with economy. Both the number of
design schools and schools for industry expanded, just as
did the number of students. Nevertheless, the relation
between technical education and economy only concerned
a few people mainly on a local level.

Another relevant relation of technical education was
that to the State educational system. In 1815, the few
existing schools for design operated outside the actual
educational system. After the Decree of 1829, these
schools continued to have a very insignificant relation with
other educational provisions. No entry limitations were set
other than the ability to read and write, age, and admission
fee. A temporary link was realized with respect to the
universities, although not on the level of the courses, but
only due to teachers who taught both at university and the
industrial courses. The industrial schools at universities
soon disappeared and so did the industrial lectures. The
new types of technical education, schools for industry and
daytime technical schools had no formal relation with other
parts of the educational system. Hardly any formal
demands were made with regard to previous education.
The school often complained about the insufficient
previous training, or lack of basic knowledge. Only with
the passage of the Secondary Education Act a certain
degree of formalization was realized. However, the relation
was defined as negative. Job preparation belonged to the
place of work and schools only provided relevant
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theoretical education.
The internal relations of technical education were

initially characterized by two types of technical education:
education for design and industrial education. The former
consisted of three levels of education: schools of the first
class, academies of the second class, and one academy of
the third class. After 1829, a choice could be made
between fine and practical arts in the third year of the
schools for design. The Royal Academy of the third class
was predominantly occupied with fine arts. Its significance
for technical education lay chiefly in its task of examining
drawing teachers. However, many teachers were not
officially qualified and the Government did not take any
action. Schools and lectures existed with respect to
industrial education. Industrial schools were aimed at
young people and the lectures at adults. These differences
regarded the desired public and the course duration, rather
than the level of education. From the thirties onwards,
schools for industry of the Society for Industry were a
pronounced type of education, next to education for
design. In many places, these two types of education were
attuned. A new distinction arose between evening and
daytime education. However, daytime schools were scarce,
and had severe problems in their struggle for continuation.
The school of Hana had to close after twelve years, and
the school of Sarphati had to close its department of
industry within five years. Daytime schools also had a
difference of level, even though not formalized. The Royal
Academy in Delft had the highest form of education. The
schools in Utrecht and Amsterdam (Sarphati) had a lower
level, and could prepare students for entry to the Royal
Academy. The technical craft schools formed the lowest
level, and were not linked to the other daytime schools.
The craft schools offered a new type of training: combined
theoretical-practical education. In this respect, they were
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an innovation compared to the other types of technical
education, which only offered a theoretical education.
Although new in qualitative sense, craft schools were quite
insignificant in a quantitative sense.

Scheme 3.4 presents the structural characteristics of
the technical education system before the implementation
of the Secondary Education Act of 1863. Technical
education had stronger links with the institutions of the
environment (State, local industry) than with the
educational system. The relations of diversity were more
prominent than those of correspondence. Technical
education was, consequently, rather a system in itself than
a subsystem of the educational system. It was as yet a
very feeble system with a decentralized character.

level/relatio CORRESPONDENCE DIVERSITY
n

ENVIRONMEN Low: State is indifferent, Moderate: loose, local
T sometimes small State relation with industry

subsidies

EDUCATIONA Absent, only informal link Absent, no relation
L SYSTEM with lower education

SUBSYSTEM Low: 3 levels for design- Fair: design education +
OF LOWER education, of which the industrial education
TECHNICAL third level did not function Lower, middle and higher
EDUCATION 3 levels of daytime education

education, although not Daytime and evening
formal and with little mutual education
relations Local variation

Scheme 3.4: Structural characteristics of technical
education

Conclusion. During the period 1798-1863, both a State
educational system and a technical educational system
have arisen. The educational system was originated in the
period 1798-1815. The system had a centralized character.
It differentiated along lines of social class between primary
and higher education, and also between sex in higher
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education. For a long time, the system changed little due
to an inaccessible political structure and indecisiveness
regarding secondary educational reforms. The secession of
the Southern Netherlands and the subsequent immobility of
Government policy prevented continuation of the official
policies of educational renewal at the end of the twenties,
but offered new opportunity for private initiative. After
1840, the educational system became subject to more
change, because of the debate on the relation between
State regulations and private initiative, particularly with
concern to the religious contents of primary education, and
the need for secondary education. The outcome of this
debate was a conditioned opportunity to provide
education. Subsequently, new acts on primary and
secondary education were adopted. As a result, the Dutch
educational system around 1863 had evolved substantially.
The system continued to be very class oriented and sex-
specific. It had adjusted its class character from two to
three social classes. Secondary education was also sex-
specific. In terms of system characteristics, unification,
systematization, differentiation, and specialization had
increased. The original relation between these
characteristics had not changed: unification, along with
systematization, remained pronounced. The Dutch
educational system around 1863 can be described as
centralist.

The establishment of a system of technical education
took more time. The State educational system had not
contained any type of technical education. Neither did any
such education exist outside this system after the
abandonment of the guilds. Around 1863, a system of
technical education had arisen in the Netherlands. This
system was hardly related to the educational system.
Furthermore, it was a very diversified and decentralized
system with differences according to level, daytime and



1798-1863: The origins126

evening education, and contents (theoretical or theoretical-
practical). In this system, facilities for lower technical
education could be distinguished although they did not yet
form a well-established (sub-)system of itself. These
facilities regarded evening education, namely the schools
for design and industry, and some incidental daytime
schools.

Two processes have been distinguished for the origins
of a (sub-)system, namely either by official or by private
groups. In the case of technical education, both procedures
have been attempted. At first, official groups played an
important role in trying to link initiatives to the existing
levels of the educational system. The King issued Royal
Decrees, which stimulated education for design and
industrial university education. Success of these initiatives
depended on the co-operation of other groups, such as
local authorities, private groups, and universities. This co-
operation succeeded for education for design, but it failed
for industrial university education. A combination of
political manipulation and administrative initiation also
failed in the attempt to fill in secondary education at the
end of the 1820's due to lack of financial means, lack of
co-operation at the local level, and external political
circumstances. After 1830, private groups became most
significant. This was enabled by an immobile Government,
and later on by the realization of a conditioned
constitutional right to provide education. Especially the
Society for Industry was important in the realization of
evening schools for industry. Local private parties also
realized a number of daytime schools of technical
education. Political manipulation was only important in the
realization of the Royal Academy for civil engineers in
Delft. Private initiative could be more successful than
official initiatives as it accommodated educational facilities
to local needs and financial possibilities. The actions of
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private groups have been decisive in the origins of a
system of technical education. Therefore, the conditioning
effects of the original, centralized educational system have
been quite small.

Schools initiated by private groups were largely
neglected in the process of adopting the Act on Secondary
Education in 1863. The reasons were, on the one hand,
the little significance of these initiatives and, on the other
hand, the view of the most important political group, the
Liberals, who regarded the role of the State merely as
providing a framework and basic conditions for more
private initiative. According to their belief, the State should
not interfere with private economic needs. For this reason,
the Act on Secondary Education only provided theoretical
education for practically oriented groups, and no support
for actual initiatives.

Around 1863, a decentralized system of technical
education existed. It is interesting whether such a loose
system could maintain itself, and whether a system of
lower daytime technical education could evolve from this
general system. As provisions of general secondary
education as well as the private educational facilities were
provided for in the 1863 Act for the same group of young
people, the relation between the official and the private
facilities, and the relation between the system of technical
education and the general educational system would
become important issues.


