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MODERN EGITIM ICIN YURTDISINA GONDERILEN OSMANLI VE CIN
OGRENCILERININ KARSILASTIRILMASI
Terzi, Zehra Nur
Medeniyet Arastirmalar1 Yiiksek Lisans
Ogrenci Numaras1: 205019002
Open Researcher and Contributor ID (ORC-ID): 0000-0001-7432-8031
Ulusal Tez Merkezi Referans Numarasi: 10676369

Tez Danismani: Dr. Erciiment Asil
Ikinci Tez Danismani: Dr. Elvida Unal An
Ekim 2024, 144 sayfa

Bu tez, 19. yiizyilda Osmanli ve Cin imparatorluklarinin modernlesme cabalar1
kapsaminda Bati'ya modern bilim egitimi almak ve askeri teknikler 6grenmek
amaciyla ogrenci gonderme siireclerini karsilastirmaktadir. Gonderilen 6grenciler,
genellikle miihendislik, tip ve askeri bilimler gibi alanlarda egitim almak tizere Bat1

iilkelerine yonlendirilmislerdir.

Yurtdisindaki egitim deneyimi, bu 6grenciler i¢in hem bilgi edinimi hem de kiiltiirel
etkilesim acisindan Onemli firsatlar sunmustur. Bu baglamda, tez 06zellikle
Ogrencilerin yurtdisindaki yasamlarmi, karsilastiklar1 zorluklar1 ve aldiklar1 egitimi
ve bu imparatorluklarm Ogrencilerini nasil gdzetim altinda tuttuklarimi

incelemektedir.

Ayrica, tezde dgrencilerin doniislerinden sonraki istihdam siiregleri, modernlesme
cabalarina katkilar1 ve iilkelerinin kalkinmasinda iistlendikleri roller de ana odak
noktalarindan biridir. Ozellikle, gdnderilen 6grencilerin yaslari, sosyal statiileri,
egitim aldiklar1 iilkeler ve doniislerinde karsilastiklart zorluklar gibi unsurlar
lizerinden, iki imparatorlugun bu siirecteki benzerlik ve farkliliklar: ele almarak, 19.
yiizyilin kiiresel degisimlerinin yerel yansimalar1 ve egitim alanindaki doniistimler

degerlendirilmistir.



Anahtar Kelimeler: Cin Modernlesmesi, Egitimin Modernlesmesi, Osmanli
Modernlesmesi, Yurdisina Ogrenci Gonderimi
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ABSTRACT

A COMPARISON OF OTTOMAN AND CHINESE STUDENTS SENT ABROAD
FOR MODERN EDUCATION
Terzi, Zehra Nur
MA in Civilization Studies
Student ID: 205019002
Open Researcher and Contributor ID (ORC-ID): 0000-0001-7432-8031
National Thesis Center Reference Number: 10676369

Thesis Advisor: Asst. Prof. Erciment Asil
Thesis Co-Advisor: Asst. Prof. Elvida Unal An
October 2024, 144 Pages

This thesis compares the dispatch of students from the Ottoman and Qing empires to
the West in the 19th century, undertaken as part of their modernization efforts to
acquire scientific and military expertise. These students were sent to Western

countries to receive education in engineering, medicine, and military sciences.

The experience of studying abroad offered these students significant opportunities for
both knowledge acquisition and cultural interaction. In this context, the thesis
specifically examines the students’ lives abroad, the challenges they encountered, the
education they received, and the surveillance mechanisms employed by these

empires to monitor their students.

Furthermore, the thesis contrasts the employment strategies of the two empires upon
the students' return and highlights the students' contributions to the modernization
processes in each empire. By analyzing factors such as the students' ages, social
statuses, the countries where they studied, and the difficulties they faced upon their
return, the thesis reveals the similarities and differences between the two empires in
this endeavor. It also evaluates the local manifestations of 19th-century global

transformations and developments in the field of education.
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Ottoman Modernization
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CHAPTER I

INTRODUCTION

The modernization efforts of the late 19th and early 20th centuries were marked by a
movement toward the adoption and spread of Western knowledge and technology. In
many non-Western countries, military force was the primary cause of modernization,
forcing them to adopt Western technologies and methods to bolster national defense
and power. This shift was largely driven by the inability of these nations to defend
their territories against the superior military technologies wielded by Western

powers.

Initially, in their efforts to learn modern military techniques from the West, these
nations sought to rely on Western specialists residing within their countries.
However, this approach had significant drawbacks, such as the potential
untrustworthiness of foreign specialists and their inability to address the countries'
needs fully. Consequently, sending government officials—and later students—abroad
for education and training emerged as a more pragmatic solution. Countries including

China, the Ottoman Empire, Russia, and Japan adopted this approach.

Both China and the Ottoman Empire encountered similar challenges. With the
ascendance of Western powers, both nations saw their global standing decline. Their
pronounced military weakness in comparison to Western forces led to significant
defeats, forcing them to sign unequal treaties that allowed Western nations to
interfere in their internal affairs and economies. As a result, in the late 19th and early
20th centuries, both China and the Ottoman Empire embarked on reforms aimed at

modernizing and strengthening their states.

One of the key strategies in these modernization efforts was sending students abroad

to acquire Western education, symbolizing a deliberate embrace of Western ideas and

1



technologies. This thesis examines the experiences of China (the Qing Dynasty) and
the Ottoman Empire in adopting Western technology through their dispatch of
students to Western countries, and it assesses the subsequent effects on their societies
and institutions. The choice of China and the Ottoman Empire as case studies is

significant due to the striking similarities in their historical trajectories.

In the Ottoman context, the period beginning in the 1830s marks the start of the
state's intentional efforts to send students abroad, culminating with the Second
Constitutional Era in 1908. This era, characterized by a growing desire for reform
and modernization, provides the framework for understanding the Ottoman Empire's

nitiatives to send students to the West.

While the Ottoman Empire began its efforts in the early 19th century, the Qing
Dynasty formally commenced its student dispatch in 1872. In contrast to the more
scattered approach of the Ottomans, who sent students to various European cities
such as Paris, Vienna, and Berlin starting in the 1830s, China took a more
concentrated approach, sending a batch of 120 students to the United States between
1872 and 1881. These differing approaches reflect the distinct historical trajectories
of the Ottoman Empire and China, as well as their respective relationships with the
West. The interactions each empire had with Western powers created unique
dynamics that shaped their modernization processes. Thus, the practice of sending
students abroad must be evaluated within the broader historical and socio-political

contexts of each empire.

This comparative study aligns more closely with the Chinese timeline due to the
scale and structure of their student dispatch. The mentioned period allows for a
thorough examination of the educational initiatives undertaken by both the Ottoman

Empire and Qing China in sending students abroad.

The social backgrounds of students dispatched by the Ottoman Empire and the Qing
Dynasty in the 19th century likely influenced their reintegration and the positions
they assumed upon returning. Ottoman students generally transitioned smoothly into
state roles without expressing significant dissatisfaction. In contrast, Chinese

students encountered difficulties in attaining the positions they had been promised,
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due to the existing state system and factors such as their age and education, which
led to expressions of discontent. A central aim of this thesis is to compare how the
social and political structures of the two empires affected the reintegration of

students educated in the West.

1.1. Research Question

To gain a deeper understanding of how social and political contexts influenced the
reintegration of students educated in the West, it is essential to address several key
questions. What were the experiences of Ottoman and Chinese students who were
sent abroad for education, and what preparations did they undergo before leaving
their home countries? What were the educational environments like in the Western
institutions they attended, and how did these students adapt to new cultural and
academic settings? Furthermore, what were the outcomes for these students upon
their return, and how were they received and integrated into their respective societies
and administrations? Importantly, why did Ottoman and Chinese students face
different treatments upon their return? This thesis seeks to answer these questions,
illustrating how educational experiences abroad shaped the students' subsequent roles
within their empires and how these experiences influenced their contributions and

responses upon returning.

1.2. Literature

A considerable literature has emerged on students who were sent to the West to
receive modern education. However, research on the Ottoman experience has been

conducted without making use of international/civilizational comparisons.

A leading comprehensive study on the students sent to the West by the Ottoman
Empire is Adnan Sisman's “Tanzimat Doneminde Fransa’ya Génderilen Osmanl
Osrencileri: 1839-1876" [Ottoman Students Sent to France in the Tanzimat Period:
1839-1876] which was prepared as a doctoral thesis in 1983 and published as a book

! Adnan Sisman, Tanzimat doneminde Fransa'ya gonderilen Osmanli ogrencileri, (1839-1876), Tiirk
Tarih Kurumu yayinlarindan; sayr 209 (Ankara: Tiirk Tarih Kurumu Basimevi, 2004).



in 2004. This study concentrates on the students who were sent to France. The study
makes use of both Ottoman archives and documents about Ottoman students in

French schools.

A significant proportion of the research on the subject concerns the Mekteb-i Osmani
(the Ottoman School), which was established in Paris, where most of the students
were sent. Sisman published a separate article titled "Mekteb-i Osmani (1857-
1864)"% in 1986. Cahit Bilim presents an analysis of the Ottoman School in Paris in
his article entitled “Paris’teki Osmanli Okulu: Mekteb-i Osmani”® [Ottoman School
in Paris: Mekteb-1 Osmani] (1989). In addition to this article, Bilim also published an
article in 1999 titled “Osmanlilarda Avrupa’ya Talebe Gonderilmesi”* [The Ottomans
Sending Students to Europe] which examined the phenomenon of students being sent

to the West by the Ottoman Empire.

Additionally, Hamiyet Sezer's paper, “Tanzimat Doneminde Avrupa Sehirlerine
Gonderilen Ogrenciler”® [Students Sent to European Cities During the Tanzimat
Period] (1999), published in 2001. In his article, “Osmanli Ogrencilerinin Paris’te
Tahsil Yaptiklar1 Misir ve Ermeni Mektepleri”® [Egyptian and Armenian Schools
Where Ottomans Studied in Paris] (2003) Adnan Sisman examines the Ottoman
students educated in Egyptian and Armenian schools in Paris. Mustafa Gengoglu's
articles “Sultan II. Abdiilhamid'in Yurtdis1 Egitim Politikas1” * [Sultan I
Abdulhamid's Overseas Education Policy] (2015) and “Osmanii Devleti 'nde Yurtdist
Egitimin Onciileri (1830-1839)”® [Pioneers of Overseas Education in the Ottoman
Empire (1830-1839)] (2020) also provide information on the educational purposes

and the number of students sent abroad.

2 Adnan Sisman, ‘Mekteb-i Osmani (1857-1864)’, Osmanli Arastirmalar: 05, no. 05 (2015).

3 Cahit Bilim, "Paris'teki Osmanli Okulu: Mekteb-i Osmani," Anadolu Universitesi Fen Edebiyat
Fakiiltesi Dergisi 1, no. 2 (1989): 215-231. Eskisehir: Anadolu Universitesi.

4 Cahit Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Génderilmesi’, Anadolu Universitesi Edebiyat
Fakiiltesi Dergisi, 1, no. 1 (Nisan 1999): 17-38.

5 Hamiyet Sezer, ‘Tanzimat Déneminde Avrupa Sehirlerine Gonderilen Ogrenciler’ (Osmanli
Diinyasinda Bilim ve Egitim Milletleraras1 Kongresi, Istanbul, 1999), 687-711.

¢ Adnan Sisman, ‘Osmanli Ogrencilerinin Paris’ te Tahsil Yaptiklar1 Misir Ve Ermeni Mektepleri’,
Usak Universitesi Sosyal Bilimler Dergisi 1, no. 2 (2009): 1-10.

" Mustafa Gengoglu, ‘Sultan I1. Abdiilhamid’in Yurt Dis1 Egitim Politikas1’, 2014.

8 Mustafa Gengoglu, ‘Osmanh Devleti’nde Yurtdis1 Egitimin Onciileri (1830-1839)’, Eskisehir
Osmangazi Universitesi Tarih Dergisi 3, no. 2 (2020): 6-22, https://doi.org/10.47437/esogutd.823957.
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There are also independent biographical studies on students who were sent to the
West. For instance, Salih Erol's article, “Istanbul'dan Paris'e Gonderilen Ik Osmanli
Talebelerinden Edhem Efendi’nin Hayati”® [The Life of Edhem Efendi, One of the
First Ottoman Students Sent from Istanbul to Paris] (2019), examines Edhem

Efendi's life before and after his departure for the West.

In addition to various published materials, theses have been written based on the
analysis of archival documents on the subject. In her master's thesis, entitled
“Tiirkiye’de Yurtdisma Ogrenci Génderme Olgusunun Sosyolojik Coziimlemesi”*°
[The Sociological Assessment of the Case for the Sending Students Abroad in
Turkey] (2009), Aynur Erdogan examines the students sent abroad, not only to
France but also to all European cities. She analyses the cities they were sent to and
their fields of study. However, the focus of her analysis is the distinction between
Muslim and non-Muslim students. In her doctoral thesis, titled “Yurtdis1 Egitim ve
Tiirk Modernlesmesi”*! [The Study Abroad and The Turkish Modernization] (2013),
Erdogan discusses in greater detail several issues, including the various phases of
overseas education practices, the specific fields of study in which students are

educated, the educational institutions to which they are sent, and the attitudes of state

administrators towards these practices.

One of the most prominent studies is Mustafa Gengoglu's doctoral thesis, entitled
Osmanli Devleti’nce Batr’ya Egitim Amaciyla Gonderilenler (1830-1908) - Bir Grup
Biyografisi Arastirmas1”!? [Sent to the West with the Aim of the Education by the
Ottoman State (1830-1908) — A Research on the Group Biography] (2008). The
thesis presents brief biographies of the students sent to the West for education,
accompanied by their social backgrounds and educational information. These
biographies are presented without comment, based on archival documents. In our

view, the most significant reason for not offering a commentary is that the Ottoman

° Salih Erol, ‘Istanbul’dan Paris’e ilk Talebe-i Osmaniyeden Edhem Efendi’, /¢timaiyat 3, no. 1
(2019): 53—69, https://doi.org/10.33709/ictimaiyat.558458.

10 Aynur Erdogan, ‘Tiirkiye’de Yurtdisina Ogrenci Génderme Olgusunun Sosyolojik Céziimlemesi’
(Master, Istanbul Universitesi, 2009).

11 Aynur Erdogan, ‘Yurt Dis1 Egitim ve Tiirk Modernlesmesi’ (Phd, Istanbul Universitesi, 2013).

12 Mustafa Gengoglu, ‘Osmanh Devleti’nce Bati’ya Egitim Amactyla Gonderilenler (1830-1908) -Bir
Grup Biyografisi Aragtirmasi’ (Doktora Tezi, Ankara, Hacettepe Universitesi Sosyal Bilimler
Enstitiisii, 2008).



experience is confined to a descriptive account without any comparison with the
experience of another empire facing similar challenges. Our thesis addresses this

deficiency by contrasting the Ottoman experience to that of the Chinese.

On the subject of students sent from China to the West several studies are conducted
in both Chinese and English literature. China's initiative to dispatch students to the
West at government expense to acquire Western knowledge commenced with the
program known as the China Education Mission (4 [E B 3¢ 4 #), which spanned the
period between 1872 and 1881. In terms of scope, the two most important works in
English literature on the subject are Thomas E. LaFargue's “China’s First Hundred:
Educational Mission Students in the United States, 1872-1881"*® (1942) and Edward
J. M. Rhoads' “Stepping Forth into the World: The Chinese Educational Mission to
the United States, 1872-81"** (2011). Arthur G. Robinson, a missionary stationed in
northern China during the 1930s, had the intention of documenting the history of the
China Education Mission (CEM). Although he was able to publish a few articles on
the subject, his ambitious project remained unrealized. Nevertheless, Robinson
transferred them to Thomas E. La Fargue, a highly regarded China historian affiliated
with the State College of Washington. La Fargue undertook numerous visits to China
to conduct his research, during which he conducted interviews with surviving
students and their relatives to collect primary sources. He wrote his work with the
benefit of all the archives and documents he had collected. Edward J. M. Rhoads
(2011) made extensive use of archival materials on the subject in his research using
the archives of the schools in which Chinese students were trained in the United

States.

Furthermore, the Chih Meng Collection located at Wesleyan University's Mansfield
Freeman Center for East Asian Studies represents another vital repository of
documents about the CEM. Assembled by Paul Chih Meng (#1¥f), director of the
China Institute in New York City during the 1930s, this collection offers a unique
perspective on the experiences of Chinese students in the United States, adding depth

to our understanding of the CEM's broader historical context.

13 Thomas E. La Fargue 1900-, China’s First Hundred : Educational Mission Students in The United
States, 1872-1881 (Pullman, Wash.: The State Colage of Washington Press, 1942).
14 Edward J. M. Rhoads, Stepping Forth into the World (Hong Kong University Press, 2011).



The Connecticut Historical Society in Hartford, particularly through the dedicated
efforts of Phyllis Kihn, has also played a pivotal role in preserving the legacy of the
CEM. Kihn's meticulous curation of newspaper articles spanning a decade has
provided invaluable primary source material, contributing significantly to our
knowledge of the CEM's impact on local communities and its portrayal in

contemporary media.

In addition to these key collections, several other archives have been instrumental in
enriching our understanding of the CEM. Manuscripts and Archives at Yale
University's Sterling Memorial Library, the Connecticut State Library in Hartford,
and the Museum and Archive of Hartford Public High School have all contributed
valuable resources, offering diverse perspectives and supplementary materials that

enhance the comprehensiveness of the research.

Among the books on the subject “Fortunate Sons: The 120 Chinese Boys Who Came
to America Went to School and Revolutionized an Ancient Civilization”*® (2011)
prepared by Liel Leibovitz and Matthew Miller includes letters and diaries of the
students. “"Patriots” or "Traitors"?: A History of American-Educated Chinese
Students”*® (2004) by Stacey Bieler includes a chapter about the CEM students and
reasons for the negative treatment they faced upon their return. “Chinese
Intellectuals and the West, 1872—1949”1" (1966) by Y. C. Wang, also makes
evaluations about the reasons for the failure of the educational mission. “My Life in
China and America”*® (1909) of Yung Wing, who himself received a Western
education and pioneered the sending of students to the West, includes memories of
Yung Wing. Other than these, the diaries, correspondence, and memories of the

students sent within the program are considered in terms of literature.

15 Liel Leibovitz and Matthew 1. Miller, Fortunate Sons : The 120 Chinese Boys Who Came to
America, Went to School, and Revolutionized an Ancient Civilization, Norton papberback [ed.] (New
York: W.W. Norton New York, 2012).

16 Stacey Bieler, ‘Patriots’ or ‘Traitors’? A History of American-Educated Chinese Students
(Armonk, NY: M.E. Sharpe, 2004).

17Y. C. Wang, Chinese Intellectuals and the West, 1872-1942 (Chapel Hill: University of North
Carolina Press Chapel Hill, 1966).

18 Wing Yung 1828-1912. and Joseph Hopkins Twichell 1838-1918., My Life in China and America
(New York: H. Holt and Co., 1909).



It is also important to consider the literature in China on this subject. Notable works
include “W & 538 . W5 B4 £ 40 & dy i HI 4> [Perception and Tragedy: An
Analysis of the Fate of Young Children Staying in the United States in the Late Qing
Dynasty]*® (2000) by Shi Ni (f15%) examines the experiences of Chinese students
studying abroad during the late Qing Dynasty. The study focuses on traditional
Chinese culture, students who have studied in the West, their own culture and their
position towards Western culture. “XiF B 3 %) % 1> [A Memoir of a Young
Students Sent to the United States by the Qing Dynasty] 2° (2010) by Qian Gang (&%
#4) and Hu Jincao (##J %) examines the first group of students sent to the West by
the state and who, after returning to China, became key figures influencing China's
modernization process. "#7 47 JE K #1717 FE" P [New Collection of Zhan
Tianyou's Letters] (2006) by Zhan Tongji (/&)%) is a compilation of the letters of
Zhan Tianyou, a railroad engineer and one of the first students sent abroad. ““/7/# £
FELYETIFHE?? [A Collection of Letters from Chinese Students in America] (1986)
by Gao Zonglu (55%5) is a Chinese translation of LaFargue's book. It includes
additional notes and Chinese letters. Additionally, the text addresses the cultural and

educational challenges faced by Chinese children who were sent to the West at an

early age, as well as the employment difficulties they encountered upon their return.
“H 5 B 5 4 L —rp (1 BLACAL AL 2P (1 B) #5°2 [Late Qing Chinese Students in
America—Promoters of China's Modernization] (2007) by Li Xijun (ZFH %) as a

Master's thesis examines the difficulties experienced by the students after their
return, how they became pioneers of Chinese modernization despite being excluded

by their society that grew up with traditional Chinese culture. One of the most

19 Shi Ni 1 %%, Guannian yu beiju: wanqing liumei youtong mingyun powxi Y5550 H& 5
L) iyas I Pr [Perception and Tragedy: An Analysis of the Fate of Young Children Staying in the
United States in the Late Qing Dynasty] (Shanghai: Shanghai renmin chubanshe, 2000).

20 Qian Gang, Hu Jingcao 28X« #HENEE, Daging liumei youtong ji A5 7540 % i [A Memoir of a
Young Students Sent to the United States by the Qing Dynasty] (Beijing: Modern Chinese Publication,
2010),

2t Zhan Tongji & [FI5F, Zhan Tianyou shu xin xuan ji JEX 7 1515 %% [Selected Letters of Zhan
Tianyou]. (Guangzhou: Hua nan li gong da xue chu ban she, 2006).

22 Gao Zonglu Fi55 &, Zhongguo liumei youtong shuxinji 17/% 75 41 % 1515 % [A Collection of
Letters from Young Children in the United States] (Taibei: Chuanji wenxue chubanshe, 1986).

B Li Xijun 2204 %, Wanqing liu Mei youtong—Zhongguo xiandaihua qibu de tuidongzhe )5 B4
B FBCIEEAE I 7#5) 7 [Late Qing Chinese Students in America—Promoters of China's
Modernization], (Tianjin: Tianjin Shifan Daxue Chubanshe, 2007).



significant studies "B 354l 2 K i H £ 1% "2 [ Analysis of Family Origins of Young
Children Who Studied in the United States] (2016) by Shen Rongguo (VL5 [®)

examines the social background of students sent to the West.

The review of the studies about the subject reveals that studies on students sent to the
West during both the Ottoman and Chinese modernizations were conducted locally.
Consequently, the reactions of these two civilizations, which are similar in many
respects, to the Western challenge have not been adequately researched. At this
juncture, it is pertinent to cite Rahman Nurdan's doctoral thesis, entitled “Cin
Modernlesmesi ve Tiirkiye (1840-1911)”?° [China Modernization and Turkey (1840-
1911)] (2003), and Hale Eroglu Sager's “Nation-building in China and Turkey: An
Analysis of the Thought of Sun Yat-sen and Mustafa Kemal Atatiirk in Comparative
Perspective”?® (2003) and her article titled “Cin ve Osmanli’da Mesrutiyetci Diisiince

ve Milliyetciligin Dogusu: Karsilastirmali bir inceleme”? |

Constitutionalist Thought
in the Qing and Ottoman Empires: A Comparative Study] (2006) represents some of

a few instances of such a comparative approach.

In essence, the thesis will demonstrate a new approach by considering the
experiences of Western-educated students in the Chinese and Ottoman
modernizations from a comparative perspective. This will provide a more
comprehensive evaluation opportunity that includes social dimensions in the

transformation of Western knowledge.

1.3. Methodology

24 Shen Rongguo 7L 7 [H, ““Liumei Youtong Jiating Chushen Kaolue B8 354/ % 5 i HH % #E [An
Analysis of the Family Origins of Young Children Who Studied in the United States],”” Wenhua
Zazhi 99 (2016).

25 Rahman Nurdan, ‘Cin Modernlesmesi ve Tiirkiye (1840-1911)’ (Phd, Hacettepe Universitesi,
2003).

26 Hale Eroglu, ‘Nation-Building in China and Turkey: An Analysis of the Thought of Sun Yat-Sen
and Mustafa Kemal Atatiirk in Comparative’ (Master, Istanbul, Bogazigi Universitesi / Sosyal
Bilimler Enstitiisii / Tarih Ana Bilim Dali, 2003).

2" Eroglu Sager, Zeyneb Hale. “Cin ve Osmanli’da Mesrutiyetgi Diisiince ve Milliyetgiligin Dogusu:
Karsilastirmali bir inceleme,” (Constitutionalist Thought in the Qing and Ottoman Empires: A
Comparative Study) Divanl1, no. 20 (2006).



This comparative study employs a qualitative research design, utilizing archival
sources, historical accounts, and scholarly insights to interpret the divergent
pathways undertaken by China and the Ottoman Empire in their quests for
modernization through education during the 19th century. The research design is
structured to facilitate a nuanced understanding of the multifaceted dynamics that

underpin the modernization endeavors of these two empires.

The primary data sources for this study include archival materials from both China
and the Ottoman Empire alongside personal letters and correspondence from the
period. These sources provide direct insight into the educational experiences and
socio-political developments in both empires. Secondary sources, such as historical
monographs, scholarly articles, and academic papers, provide further insights into the
historical contexts, socio-political dynamics, and educational developments of China
and the Ottoman Empire. These accounts serve as valuable supplements to the
primary archival sources, offering a range of perspectives and analytical frameworks

for interpreting the research findings.

A comparative analytical approach is employed to identify similarities and
differences in the modernization trajectories of China and the Ottoman Empire,
particularly in their approaches to education and engagement with Western

knowledge systems.

This thesis employs the Pinyin (% #f) system for the transliteration of Chinese
names, following contemporary and widely accepted standards for romanization to
ensure readability and consistency throughout the text. Since many of my sources are
older and use the Wade-Giles system, I have converted these names into Pinyin. For
instance, the Wade-Giles "Peking" becomes "Beijing" in Pinyin, and "Tao" becomes
"Dao." It is important to note that while Pinyin typically includes tone marks, I have

omitted them in this thesis for simplicity.

Additionally, I preferred simplified characters over traditional ones. Simplified

characters generally have fewer strokes, enhancing readability and ease of writing.

10



For example, the traditional character for "country”" ([&) is simplified to ([%), and

"study/learn" (£%3) is simplified to (% >)).

It should be noted that Chinese names typically consist of two parts: the surname
(family name) and the given name (personal name). The surname, which comes first,
is usually a single character. The given name follows and can be one or two
characters long. For example, in the name "Wang Wei" (Tffi), "Wang" (E) is the
surname and "Wei" (f#5) is the given name. In the name Zhang Sanfeng (5K =F):

"Zhang" (7K) is the surname, and "Sanfeng" (=) is the given name.

11



CHAPTER Il

HISTORICAL BACKGROUNDS: MODERN
EDUCATION FOR A MODERN BUREAUCRACY

This chapter focuses on the transformative efforts undertaken by both China and the
Ottoman Empire during the 19th century to modernize their educational systems and
prepare state servants capable of addressing contemporary challenges. It begins by
exploring the historical contexts of China and the Ottoman Empire, detailing their
traditional educational practices and the motivations behind sending students abroad
for Western education. The chapter also delves into the most prominent reforms
initiated in both regions to establish modern educational institutions, highlighting the
driving forces behind these reforms as well as the challenges encountered during
their implementation. The first section examines China’s experience, analyzing the
processes of modernization and educational reform within its specific context. A

similar approach will then be applied to the Ottoman Empire.

One of the main focuses of the thesis is to evaluate both the overseas experiences of
the students and their experiences on their return to their home countries. To facilitate
this evaluation, it is crucial to gain an understanding of the students' social standing.
Therefore, before examining the historical background of student dispatches, a brief
overview of the social structures of China and the Ottoman Empire will provide

valuable context for understanding these students' roles and experiences.

2.1. Social Structures of China and the Ottoman Empire

In the Ottoman Empire, society was divided into two main classes: the ruling class

and the subjects. The ruling class consisted of individuals granted administrative

12



authority by the sultan through imperial decree and the subjects (reaya), comprising
various religious and ethnic groups who did not participate in governance. The duty
of the subjects (reaya), regardless of their religious or ethnic background, was to
support the ruling class by producing and paying their taxes. The ruling class
consisted of four main groups: the miilkiye (palace officials), the seyfive (military
class), the ilmiye (religious scholars), and the kalemiye (administrative bureaucracy).
The seyfiye, primarily responsible for military matters, also held executive roles. The
ilmiye class was responsible for religious, judicial, and educational affairs, while the
kalemiye comprised administrative officials at all levels of government. The reaya
consisted of those outside these three classes. They did not participate in governance

and sustained themselves through agriculture, craftsmanship, and trade.?®

The reaya included various religious, sectarian, and ethnic groups. Besides Turks,
other groups such as Greeks, Armenians, Jews, Romanians, Slavs, and Arabs also
inhabited Ottoman territories. Rather than ethnic lines, the subjects were divided
along their religious affiliations. The state allowed each religious community a
degree of autonomy, refraining from assimilation. The governance of communities in

Ottoman territories based on religion was termed the "Millet System."?°

As widely experienced in Islamic societies and reflecting its cosmopolitan spirit the
social structure of the Ottoman Empire did not possess an unchangeable class system
too. There was potential for individuals from humble origins to achieve significant
positions through talent and diligence, a characteristic aspect of Ottoman social and

political structure.

On the contrary, China had a completely different civilizational basis. Unlike
Western Abrahamic religious traditions, which also emphasize moral and ethical
values and social harmony, Chinese religious and philosophical systems did not
focus on a single creator deity or a narrative of a conscious cosmic creation. Instead,
they concentrated on principles of harmony, balance, and interconnectedness.

Confucianism, for instance, prioritized moral and ethical values, social harmony, and

28 Bahaeddin Yediyildiz, ‘Osmanli Toplumu’, in Osmanli Devleti ve Medeniyeti, vol. 1 (istanbul:
Islam Tarih, Sanat ve Kiiltiir Arastirma Merkezi (IRCICA), 1994), 444.
29 Ibid., 465.
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the cultivation of virtues such as benevolence and righteousness, focusing on guiding
individuals on how to live harmoniously within society, rather than on the existence
of God or the creation of the universe. Similarly, Daoism emphasizes living by the
Dao (way) representing the cosmos' natural order. Daoist philosophy encouraged
simplicity, spontaneity and alignment with the natural flow of life, rather than
dwelling on theological speculation. While Chinese culture included practices such
as ancestor worship and the worship of various gods and spirits associated with
nature, these were often more pragmatic, focusing on seeking blessings, protection
and guidance rather than on theological narratives. * In other words, Chinese
religious and philosophical traditions diverged by prioritizing practical ethics,

harmony with nature and social order over theistic beliefs or creation narratives.

China’s mainstream philosophies, in particular Confucianism, affected their social
structure. Imperial Chinese society was traditionally divided into four main classes:
scholars (gentry), peasants, artisans, and merchants.?! The gentry class, composed of
educated individuals, held the highest status, while merchants were at the bottom
despite their economic power. ‘The Imperial Civil Service Examination’ system in
China was a rigorous, multi-stage process designed to recruit government officials
based on merit. The system provided an opportunity for individuals, particularly

from the lower classes, to rise in status by earning government positions.3?

The imperial examination system in the Qing dynasty did not significantly enhance
social mobility, particularly for peasants and artisans. Instead, the examination
system mainly benefited individuals from higher social classes, such as the gentry,
military, and merchant elites. Success in these exams allowed individuals to join the
gentry, though access to education required significant resources, making this path to

mobility available only to a small portion of the population. Although people of

30 Youlan Feng 1895-1990. and Derk Bodde 1909-2003., 4 Short History of Chinese Philosophy, 1st
Free Press pbk. ed, Free Press Paperback (New York: Free Press, 1966), 3—6.

31 Ping-Ti Ho, ‘Aspects of Social Mobility in China, 1368-1911°, Comparative Studies in Society and
History 1,no. 4 (1959): 333.

32 More details of The Imperial Civil Service Examination will be given under the title 2.4.. For
further information about social mobility via imperial civil service examination see Benjamin A.
Elman (2013) Civil Examinations and Meritocracy in Late Imperial China. Cambridge,
Massachusetts: Harvard University Press, Ho Ping-Ti (1976) The Ladder of Success in Imperial
China. New York: Da Capo., E. A. Kracke (1968) Family vs. Merit in Chinese Civil Service
Examinations under the Empire. Studies of Governmental Institutions in Chinese History.

14



lower social origins technically had the right to take the examinations, they often
lacked the financial and cultural resources needed to prepare, as success in the exams
required years of arduous study. Therefore, although the system was designed to
offer a path to social advancement, it primarily favored those from more privileged
backgrounds, allowing them to achieve merit and secure official positions more
easily. ¥ Over time, the examination system became entrenched as the main
mechanism for social ascent, perpetuating the dominance of those already in higher

social strata.

In addition, as an agricultural country, land was the primary source of wealth in
China like the Ottoman Empire. Throughout Chinese history, societal and economic
thought and politics have revolved around the use and distribution of land. Chinese
philosophers distinguished in their societal and economic thought between what they
termed "root" and "branch." Root refers to agriculture, while branch refers to
commerce. This distinction was based on the differing concerns of agriculture and
commerce. Agriculture was concerned with production, while commerce was solely
concerned with exchange. In an agricultural country, farming is the primary form of
production. This dichotomy suggests that farmers are more likely to remain in their
country during times of danger, while merchants are more likely to flee. Therefore, in
Chinese thinking not only agriculture was economically more important than
commerce but also the lifestyle of farmers was superior to that of merchants.®* Yet,
despite this, China evolved into a highly commercialized society, where trade and

market activities became essential components of its economy.

Apart from the dominant influence of Confucianism in Chinese society and the
importance of class relations, especially between merchants and peasants, another
classification that was effective throughout their history was the distinction between

“xia” (&) and “yi” (38), or barbarian/alien and native.

Chinese people saw their country as the center country or central kingdom. The

people who lived on the borders of the Chinese lands were regarded as barbarian

33 Benjamin A. Elman, ‘Civil Service Examinations’, 2009, 405.
34 Ibid., 18-19.
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tribes. The concepts of yi (barbarian/alien) and xia (mainland residents) came from
this geographical aspect. These concepts were initiated in the time of Confucius and

originated from the Spring and Autumn Annals (& #X).

The term "yi" (3) historically referred to something foreign or not belonging to
Chinese culture. Thus, it was frequently used to describe foreigners, and its
derogatory undertone of "barbarian" became a point of contention. In the Tianjin
Treaty of 1858, the Qing government was forbidden from using "yi" to address the

British, as the British considered it derogatory since it means "barbarian".®

The distinction of barbarian/alien and native is significant because China was, at
various times, ruled by non-Han ethnic groups, such as the Jin dynasty (1115-1234)
of the Jurchen/non-Han, the Yuan dynasty (1271-1368) of the Mongols, and the Qing
dynasty (1636-1912) of the Manchus. These dynasties had to navigate the
complexities of being perceived as foreign rulers in a historically Han-centric

civilization.

When Manchus became rulers of the last dynasty of China there were five major
ethnic groups in China. Each was distinguished by their unique culture, language,
and history. They were the Han (JX), the Manchus (%), the Mongols (5¢) the
Hui/Muslims ([7]), and the Tibetans (j&X). The classification of non-Chinese tribes

other than the Han as the "four barbarians" (yi man rong di #3%# #.4k) was indeed a
prevalent concept in ancient China, reflecting a hierarchical view of other cultures
and people. This classification system categorized tribes living on the peripheries of
ancient China (north, east, south, and west of the Central Plains) using labels that

emphasized their perceived cultural and societal differences from the Han Chinese.

The term "barbarian" (yi #%) carried connotations of otherness and inferiority,
contrasting the cultural practices of these tribes with those of the Han Chinese. The

concept of the "four barbarians" persisted throughout various periods of Chinese

% Bin Chen, ‘Understanding the Character Yi in Pre-Opium War Period Canton: A Study of The
Merchant Newspaper the Canton Register’, Review of Culture International Edition, no. 62 (2020):
90.
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history and was reinforced by scholars and officials who sought to uphold Han

Chinese cultural superiority.®

In Chinese worldview the perception of the world was shaped by the hierarchical
principles ingrained in Chinese society and culture, particularly influenced by Han
Chinese culture and Confucianism, which held sway from the early third century
B.C. until the early twentieth century. Non-Han people's placement within this
hierarchy was contingent upon their degree of resemblance to mainstream Han
culture.®” Social organization within this framework was similarly based on this
standard of cultural assimilation. Han Chinese often evaluated non-Han people based

on their social conduct, thus determining their position within the hierarchy.

Accordingly, the longevity of the Manchu Qing dynasty (1644-1912), a non-Han
ethnic group, is commonly attributed to their ability to adapt to the Han Chinese. The
early Manchu rulers adopted the language, rituals, and concepts of Confucianism and
used them to strengthen and maintain political power. Following the rise to power of
approximately 2 million Manchus over a population of around 120 million Chinese,
the Qing dynasty reigned over the Chinese people for 268 years. Throughout this
period, China's population expanded to approximately 400 million.*® While the
Manchus adopted Confucian political and ethical philosophy, they were also
determined to preserve their distinct identity as Manchus. They also imposed some of
their distinct Manchu traditions on the Han such as male hairstyle (queue) and

official clothes.3®

It is widely accepted that the concept of Manchu imperial identity is intricately
linked with the banner system, which was also an institution that kept Manchus
separate from the civilian Han population.*® The banner system, introduced by

Nurhaci (1559-1626), the founder of the Qing, initially included the Jurchen people

3% Dongyu H., ‘The Rise and Fall of the Hua-Yi System in East Asia’, Journal of Chinese Humanities
5, no. 2 (2020): 201.

37 Q. Edward Wang, ‘History, Space, and Ethnicity: The Chinese Worldview’, Journal of World
History 10, no. 2 (1999): 287.

3 John King Fairbank and Merle Goldman, China: A New History, 2nd enlarged ed (Cambridge
(Mass.): Belknap Press of Harvard University Press, 2006), 2.

39 Edward J. M. Rhoads, Manchus and Han Ethnic Relations and Political Power in Late Qing and
Early Republican China, 1861-1928 (Seattle; London: University of Washington Press, 2000), 15.

0 Ibid., 11.
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from eastern and northern Manchuria. During the reign of Hong Taiji (1636-1672),
the Jurchens were renamed Manchus, and the system expanded to incorporate
Mongols and Chinese who supported the Manchu conquest of Ming territories. The
banners functioned as the Qing's military force, and membership was hereditary. This
system encompassed not only soldiers but also their families, collectively referred to

as banner people (it \/qiren).*

In peacetime, those under the banners often engaged in farming and hunting. In times
of conflict, they swiftly transitioned into warriors, forming the backbone of the Qing
military. This system organized the population into distinct units based on ethnicity
and social status, providing both military and economic privileges to its members

while strengthening Qing rule over its diverse territories.

The banners can be defined as the institution that unified the Manchu people and
shaped the Manchu identity.*? They are also viewed as the system that highlights the
distinctions between the Manchus and the Han. Although the banners were composed
of various ethnic groups, including the Han and Mongols, they were predominantly
referred to as Manchu banners because all Manchus were placed within the banner
system with their families, whereas this was not the case for the Han population.
Thus, the Manchus, though a minority in Qing society, made up the majority within

the banners, and every Manchu was a banner member.

The Qing court adopted a policy of "separate governance of banner people and
civilians" (qimin fenzhi Jif [< 73 8) in terms of governance. There was legal,
economic, and political discrimination between the banners and the civilians, which
came to be understood as discrimination between the Manchus and the Han.*® The
Manchus, who were all banners, were separated from the civilian Han in terms of

administration, employment, living arrangements, and social interactions.

“ Tbid.

42 Ibid., 18.

“3 For the details of different treatments of Manchu and Han see: Mark C. Elliott, The Manchu Way :
The Eight Banners and Ethnic Identity in Late Imperial China (Stanford, CA: Stanford University
Press, 2001), 197-207; Rhoads, Manchus and Han Ethnic Relations and Political Power in Late Qing
and Early Republican China, 1861-1928, 42-51.
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Although their population was not high, as mentioned Manchus enjoyed preferential
treatment in recruitment and appointment within the Qing bureaucracy. They had
easier access to civil service through separate quotas in civil service examinations,
less demanding tests exclusively for Manchus, and special positions such as Manchu-
language scribes. Additionally, some Manchus bypassed exams altogether through
hereditary privileges or purchasing positions. This systemic advantage extended to
appointments, with many government posts reserved for Manchus, especially in the
capital administration.** Similar to the situation in the Qing dynasty, the Ottoman
Empire also witnessed various forms of privileges across legal, economic, social, and
political spheres between Muslims and non-Muslims. While non-Muslims were
granted certain autonomy in specific matters, they did not enjoy completely equal
status to Muslims within society. Additionally, the distinction between the banners
and civilians in the Chinese society, as Eroglu states, is reminiscent of the Ottoman

separation between reaya (tax-paying subjects) and askeri (military subjects).*®

Furthermore, the court aimed to educate the banners to serve the government
effectively, equipping them with a comprehensive education in various subjects. This
education included learning the classics in Mongolian, Chinese, and Manchu
languages, as well as the histories of preceding foreign rulers of China. They were
also instructed in astronomy, mathematics, and medicine, and trained in
horsemanship and archery. This education aimed to shape them into a ruling class
with both military and civil capabilities, intended to be loyal agents closely

connected to the ruling house.*®

Understanding this social context allows for a deeper comprehension of the

experiences of China and the Ottoman Empire during their modernization periods.

4 Ibid., 11., 43-44.

%5 Eroglu, ‘Nation-Building in China and Turkey: An Analysis of the Thought of Sun Yat-Sen and
Mustafa Kemal Atatiirk in Comparative’, 32.

%6 Ibid., 30.
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2.2. China Encounters the West

China is one of the oldest and most populous civilizations in the world. Though it is
considered a part of East Asia in terms of geographical position, the Chinese refer to
their country as Zhongguo (" [H), meaning "central/middle country/kingdom,"
emphasizing the centrality of their country and civilization. China, throughout its
history, has interacted with external cultures, but these interactions have often
resulted in a process of 'Sinicization,' where foreign elements, such as Buddhism,
were absorbed and adapted to fit the local cultural context. This indicates that China
has adopted a selective approach to integrating external cultural influences while
maintaining its cultural integrity. In contrast, the Ottoman Empire exhibited a more
diverse approach in its interactions with external cultures. The Ottoman Empire's
engagement with Western culture led to increased cultural diversity and a broader
integration process. In this context, it becomes evident that China's interactions with
external cultures occurred through a more limited and customized process compared

to the Ottoman Empire.

In the nineteenth century in terms of the process of modernization, there were
milestone incidents for the Qing government of China (1644-1912) that prompted
them to perceive the significance of learning technology from the West to strengthen
their country. These incidents made China face significant challenges. Primary
among these incidents was the defeat of the First Opium War (1839-1842) and the
subsequent Nanjing Treaty (1842) (Fd i 25%). The Nanjing Treaty forced China to
open five treaty ports (Shanghai, Ningbo, Xiamen, Fuzhou, and Guangzhou) and
ceded Hong Kong to Britain. The second Opium War (1856-1860) made China sign
the Tianjin Treaty (1858) and the Convention of Peking (1t 5125%J) (1860) which
imposed additional unequal treaties on China.*’ Concurrently, the Qing government
strove to deal with the internal problems. One of the most challenging was the
Taiping Rebellion (K K [H iz #l) (1850-1864), a radical uprising, that was

eventually suppressed with the assistance of regional and Western forces.

47 Jeffrey N Wasserstrom, ‘The Oxford Illustrated History of Modern China’, n.d., 53.
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These events of the 19th century marked the beginning of one of China’ s
modernization periods. Various modernization processes occurred during the Qing
Dynasty (1644 - 1911). The first of these was the Tongzhi Restoration ([&] 7 H#13%)*
(1862 - 1874), which occurred during the reign of Emperor Tongzhi. During this
period, figures such as Prince Gong (Yi Xin) and Wenxiang played a significant role,
aiming to restore the power of the dynasty. Prince Gong and Wenxiang sought to
improve diplomatic relations with the West.*® Another significant modernization
effort during this period was the Self-Strengthening Movement ( H 5#iz3))), which
lasted until 1895. The principle of "Chinese learning as the essence, Western learning
for practical use" (2 Nk, P22 H) was adopted, aiming to strengthen the
country by benefiting from Western science and technology. The Self-Strengthening
Movement focused on military and technological modernization. Significant figures
such as Zeng Guofan, Li Hongzhang, and Zuo Zongtang, who had independent
provincial military forces independent of the Qing army, became key figures in this
movement after being called to help suppress the Taiping Rebellion. These figures
aimed to strengthen China by acquiring Western military technologies and industrial

knowledge.

However, China's defeat in the First Sino-Japanese War of 1894—1895 revealed the
inadequacy of these reforms. After this defeat, reformers like Kang Youwei and
Liang Qichao, pointing to Japan's successes in modernization, called for more
comprehensive reforms. With the support of Emperor Guangxu, the process known
as the Hundred Days' Reform (F H787%) began in 1898. Reformers Kang Youwei
and Liang Qichao, rather than merely maintaining the essence-usage (ti-yong)
distinction argued that many Western values should not just complement Chinese
tradition but be integrated into it. They believed that the Chinese should return to
their true Confucian roots, within which they saw the seeds of certain so-called

Western values and practices, such as constitutional rule.® Thus, the reforms could

“8 For details of Tongzhi restoration see Mary Wright, The Last Stance of Chinese Conservatism: The
T’ung-Chih Restoration, 1862-1874, Stanford University Press, Stanford 1962.

%9 Jianbo Zhou, Westernization Movement and Early Thought of Modernization in China: Pragmatism
and Changes in Society, 1860s—1900s, Palgrave Studies in Economic History (Cham: Springer
International Publishing, 2022), 20.

>0 Joseph R. Levenson, Confician China and Its Modern Fate : A Trilogy (Berkeley: University of
California Press, 1968), 77-78.
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remain for a hundred days. However, these reforms were hindered by Empress
Dowager Cixi and the conservative factions within the imperial court. As a result, the

reforms were only able to last for a hundred days.

The failure of these reforms was accompanied by a rising anti-Western sentiment
among the Chinese people, culminating in the Boxer Rebellion (X Fl[#iz 7)) in
1900. This uprising emerged as a reaction against foreign powers. Subsequently,
from 1901 to 1911, the Late Qing New Policies movement was initiated. The Late
Qing New Policies were a series of modernizing reforms aimed at transitioning
China toward constitutional rule while modernizing its institutions and educational
systems. A key aspect of these reforms was the abolition of the traditional civil
service examination system, which had long been the foundation of the imperial
bureaucracy. By replacing the examination system with a more modern, Western-
style education and administrative structure, these policies sought to prepare China
for a more contemporary form of governance and to align it with global trends in
statecraft and education. Despite these reform efforts, introduced after the Boxer
Rebellion of 1900, the dynasty came to an end as a consequence of peasant riots and
revolutionary upheavals which led to the establishment of the Republic of China in

1912.

The first reform process revealed the limitations of the Qing Dynasty's attempts at
modernization. Western technology and military knowledge were acquired, but
political and social structures were preserved. The Chinese essence of Western use
(ti-yong) distinction represented the attempt to reconcile modernization with
traditional structures, but in the long term, it was insufficient and highlighted China’s

need for more radical change.

The New Qing reforms (1901-1911) marked a significant departure from earlier
efforts like the Tongzhi Restoration (1860s) and the ti-yong mentality, which focused
on selectively adopting Western technologies while preserving Confucian
governance. In contrast, the New Policies aimed for comprehensive modernization of
political, military, and educational systems, driven by the urgent need to address
failures exposed by defeats such as the First Sino-Japanese War. This shift was
motivated by a recognition that superficial reforms were insufficient; instead, a
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radical transformation of China’s institutions was necessary to effectively respond to
foreign pressures and ensure national survival. The New Policies abolished the
Confucian examination system, introduced Western-style governance, and promoted
a constitutional monarchy, reflecting a more profound commitment to modernizing

China as a whole.

Consequently, in the nineteenth century, with the increasing involvement of
international relations mentioned, the attitude of the Qing government towards
Western knowledge started to change. Initially, the Qing authorities leaned on foreign
specialists to address the demand for individuals proficient in foreign languages and
well-versed in Western technology. This resulted in the establishment of new
institutions to educate native people. They established foreign language schools to
train native Chinese experts. After recognizing the urgent need for cultivating
indigenous experts, the Chinese came up with the idea of sending personnel to the
West for advanced technological education. Subsequently, the need for native
Chinese specialists capable of comprehending and adapting to the evolving world led
to the idea of sending Chinese students abroad for Western education. However, the
practical implementation was challenging due to their limited connections and

information about the West, financial difficulties, and their worldview.

The pioneering effort to send students to the West with government support started
with the Chinese Educational Mission (CEM), spanning from 1872 to 1881. Rong
Hong (%¢14), known as Yung Wing in Western academia, played a key role in this
initiative. He was the first Chinese graduate from a U.S. university. Having studied at
Yale University and returned to China, Yung Wing engaged in translation, trade and
diplomacy fostering a vision to offer similar opportunities to fellow Chinese youths.
With the support of modernization and reform proponents such as bureaucrats Zeng
Guofan (% [E#) and Li Hongzhang (Z¥5#), Yung Wing presented his education

proposal to the Qing government.>!

This proposal was implemented as a mission known as F 34} # (liumei you tong)

in China and is referred to as the Chinese Educational Mission (CEM) in English.

%1 Yung and Twichell, My Life in China and America.
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This educational endeavor represents a pivotal chapter in China's pursuit of self-
empowerment through Western education. However, despite the initial promise and
potential of the Chinese Educational Mission, it was cut short by the Qing
government in 1881, in the ninth year of the project for various reasons, before

completing the planned duration of fifteen years.

Before examining the details, it is essential to understand the background that led
China to embark on the mission of sending students abroad. The factors and
conditions that prompted China to take this step will be analyzed within the context
of the country's modernization efforts and interactions with the West. This section
will provide a detailed exploration of how China’s modernization of education

prepared the country for its student-sending mission.

2.2.1. Modernizing Education in China

Traditional Chinese education was a structured system deeply influenced by
Confucian values and classical texts since the imperial civil service examination
system was founded dating back to the Sui Dynasty (F& ) (581-618 CE). The
imperial civil service examination system in China is often referred to as the
"Imperial Examination" or "Keju" (£1%%). The system of competitive examinations
was used to select and appoint officials to government positions in ancient China.
The overarching purpose of education was to prepare individuals for service to the

state and society, producing virtuous citizens and qualified officials.

Education often started in early childhood within the family, where children learned
moral values, basic etiquette, and social norms of Confucianism such as filial piety
and respect for elders. The village schools introduced basic literacy and the
beginnings of Confucian thought, while private tutors offered more advanced
instruction. As students progressed, they entered county and provincial schools,
delving deeper into Confucian classics. The higher education was preparation for the

imperial examination, known for their meticulous testing of Confucian knowledge. >

52 T, Wang, ‘Understanding Chinese Culture and Learning’, 2007, 5.
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For the classic education, the main curriculum was The Five Classics known as
( {HZ) ) (Wiijing) and Four Books known as ( {VU45) ) (Sishii) in modern
Chinese respectively. These are a set of essential ancient Chinese texts that form the
core of Confucian thought. The Five Classics consist of the ( {1F£) ) (Shijing) or
Classic of Poetry, ( {154) ) (Shiijing) or Classic of History, ( {¥LZt) ) (Lijing) or
Classic of Rites, ( (%) ) (Yijing) or Classic of Changes (I Ching), and ( (&
#) ) (Chiingili) or Spring and Autumn Annals. The Four Books encompass ( it
) ) (Lanyt) The Analects of Confucius, ( { K%%) ) (Daxué) The Great Learning,
( {*FJ#) ) (Zhongydng) The Doctrine of the Mean, and ( {FT) ) (Méngzi) The
Mencius.>® These ancient texts continue to hold great significance in Chinese culture

and have profoundly shaped philosophy, ethics, and the moral structure of society

throughout history and into the modern era.

Briefly, the classical Chinese education system was predominantly influenced by
Confucianism, with its primary aim being the absorption of Confucian classics, in
preparation for the imperial examination system which abolished in 1905. Therefore,
in the context of China, the concept of modern education might be described as a
model that does not focus on Confucian classics and is not towards preparing for the

official imperial examinations for government positions.

Taking all these into consideration, when examining the first educational institutions
established in the modern sense, it can be observed that the process of modernization

primarily focused on the development of military and foreign language proficiency.

%3 For further information about traditional Chinese education; Education in Traditional China by
Thomas H.C. Lee in Chan S.-wai. (2020). The routledge encyclopedia of traditional chinese culture.
Routledge. https://doi.org/10.4324/9781315453491
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2.2.1.1. First Modern Schools in China

The nineteenth century in Chinese history was characterized by modernization across
various societal domains, notably the education field. This era witnessed the
profound transformation of the traditional education system, led by forward-thinking
intellectuals and enlightened bureaucrats. Motivated by the need to adapt to a rapidly
evolving world, the reformists recognized that the existing examination system,

rooted in Confucian principles, fell short of addressing the changing needs of China.

The system's emphasis on classical texts and rote memorization hindered the
development of practical skills and scientific knowledge necessary for global
progress. To remedy this, in the 1860s the reformists strategically attempted to
modernize the examination system by incorporating subjects like mathematics,
science, and foreign languages, broadening the skills tested to include critical

thinking and problem-solving.>*

Although the standardized examination system was introduced to reduce corruption,
in practice, it sometimes exacerbated the problem, as individuals found ways to
manipulate the system through bribery and favoritism. Moreover, the reform efforts
signaled a departure from entrenched Confucian norms, paving the way for new
ideologies and shaping China's modern identity. However, modernizing the
examination system was challenging due to opposition from conservatives and a lack
of scientific knowledge. Conservative bureaucrats rejected many exam reform
proposals. It was not until 1905, when the imperial examination system was

abolished, that modernization supporters could make some changes they planned.*®

Guo Bingwen (833, 1880-1969) one of the most prominent figures of modern

Chinese education (he studied in the United States in 1908 and received a doctorate

in education from Columbia University in 1914) wrote in his book The Chinese

% Jianbo Zhou, Westernization Movement and Early Thought of Modernization in China: Pragmatism
and Changes in Society, 1860s—1900s, Palgrave Studies in Economic History (Cham: Springer
International Publishing, 2022), 113-14.

>5 Ichisada Miyazaki, China’s Examination Hell: The Civil Service Examinations of Imperial China,
Ist ed (New York: Weatherhill, 1976), 125.
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System of Public Education in 1915, “modern school system in China (might be)
starts in 1842 with the treaty that opened the five important ports of China to
foreigners. Although these schools had some deficiencies, since modern knowledge
was taught by missionaries practically these schools are regarded as the first modern

schools in China.”®

Taking Guo Bingwen's evaluation into account, it is necessary to focus on the period
following the nineteenth-century treaties. During the nineteenth century,
modernization in education began with foreign language education and unfolded
through two main types of schools: missionary schools and government-run language
schools. These institutions exhibited distinct goals, teaching methods, and
approaches to foreign language instruction. While missionary schools often had
religious undertones and sought to impart Western knowledge along with
Christianity, government-run language schools aimed to equip officials with practical
language skills to engage with foreign powers on diplomatic and administrative

fronts.

2.2.1.2. Missionaries in China

Christian missionaries first arrived in China centuries ago, but their most significant
impact was seen during the 19th and 20th centuries. They encountered political and
societal opposition, leading to a change in their approach from evangelism to
education. Missionary activities and the influence of foreign powers made China take
some precautions. Christian missionaries were also banned by China in the 18th
century.®’ Early in the 19th century, due to the unequal treaties, however, Protestant
missionaries made their way to China. One of the notable treaties was the Treaty of
Nanjing (7§ 51 25%)) in 1842, which marked the end of the First Opium War between
China and Britain. It allowed Christian missionaries to establish missionary activities

and stipulate the protection of Christians in China. Subsequently, the Treaty of

% Ping Wen Kuo, The Chinese System of Public Education. New York, Teachers College, Columbia
University, 1915, 1972, 64.

5" For further information about missionaries in China; Latourette K. S. (1929). 4 history of Christian
missions in China. Macmillan. For details of protestant activities in China; General Conference of the
Protestant Missionaries of China (1878 Shanghai). (1878). Records of the general conference of the
protestant missionaries of china : held at shanghai ... 1877 ... may 10-24 1877. Presbyterian mission
Press.
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Tianjin (KH2%2)) (1858) after the Second Opium War, expanded the privileges of
foreigners within China, including the propagation of Christian teachings. The Treaty
of Peking (b 5145%)) in 1860 added to the Treaty of Tianjin by opening more ports
for foreign trade and habitation, creating a better environment for missionary

activities.>®

In the early nineteenth century, missionaries even founded several publishing houses
such as Mohai Shu Guan/Inkstone Press (22 15), The Morrison Press (¥ [ Efl
1T), The London Missionary Society Press (& 5 < Ell il fIT). The missionaries
produced religious books to explain Christianity as well as Western science books
and textbooks for use in their schools. They even had magazines for Westerners and

Chinese.

As their influence grew, missionaries not only contributed to the dissemination of
Western knowledge but also played a crucial role in shaping China's interactions with
foreign powers, especially in the realm of language and diplomacy. Aside from
Chinese merchants, the individuals who were fluent in both Chinese and foreign
languages were predominantly Westerners and missionaries. Consequently, these
missionaries became the primary translators of the government and conveyors of

Western knowledge.

Some notable missionaries during the 18th and 19th centuries include Robert
Morrison (1782-1834), William Milne (1785-1822), John Fryer (1839-1928), Elijah
C. Bridgman (1801-1861), Karl Giitzlaff (1803—1851) (Guo Shila Fjififi), Walter
H. Medhurst (Mai Duosi ZZ#F &) (1823-1885), Thomas F. Wade (1818-1895), and
William A. P. Martin (1827-1916).

As an example, John Fryer was the headmaster of an English College in Hong Kong
in 1861, where he learned Cantonese. In 1863, he briefly taught English at Beijing
Tongwen Guan before moving to Shanghai in 1865. Between 1868 and 1896, he
worked as a translator of scientific books at the Jiangnan Manufacturing Bureau

(Arsenal). Fryer's career spanned several decades and multiple locations, providing

%8 Biggerstaff, The Earliest Modern Government Schools in China, 10.
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him with ample opportunities to hone his linguistic skills. During this period, he was
notably prolific, translating over 100 texts on natural science and technology. Later,
he broadened his translations to encompass law and political economy, which he

continued to do until 1896. °°

2.2.1.3. Missionary schools

In the late 18th century, China forged diplomatic relations with Malacca (Malaysia),
which was then under Dutch rule. Christian missionaries collaborated with Chinese
migrants and workers in Malacca, creating one of the earliest missionary schools in
1818 for the Chinese people. Even though the students were Chinese, the location of
the school was not in the territories of China. Morrison Education Society School (&
1EF5EE) which was founded in Macau in 1834 and moved to Hongkong in 1842 was
one of the most prominent missionary schools in China. The school was founded by
Robert Morrison and Samuel Robbins Brown. Robert Morrison (called 4L} Ma
Lixun by Chinese people) was sent by the London Missionary Society. Samuel
Robbins Brown (called ffl % v Bao Liuyun by Chinese people), who took the

initiative of CEM mission Yung Wing to get an education in America, was its first

teacher.

Missionary schools initially implemented a syllabus that closely resembled that of
basic-level education. They catered to small groups of students, usually no more than
ten per establishment, and taught a broad spectrum of topics including mathematics,
astronomy, geography, foreign languages, history, physics, biology, chemistry, music,
religious studies, and physical education. There were different missionary schools in
various parts of China. Their curricula varied. Over time, they evolved into high

schools and universities. %°

Missionary schools played an important role in the late Qing Dynasty by spreading

Western education and culture to Chinese society. Although their primary intention

% Michael Lackner and Natascha Vittinghoff, Mapping Meanings: The Field of New Learning in Late
Qing China (Leiden, The Netherlands: Brill, 2004), 516, https://doi.org/10.1163/9789047405641.

80 For the curriculum of different missionary schools; Yuezhi Xiong’s Church Schools and the
Dissemination of Western Learning in the eastward dissemination of Western learning in the late

Qing dynasty. volume 2. Silkroad. (2013).
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was spreading Christianity, these institutions also made significant contributions to
the modernization of China by offering a wide range of subjects in their schools.
Traditional Chinese education aimed to prepare students for imperial examinations.
In contrast, missionary schools prioritized Christian religious education, instead of
preparing students to participate in the examination system. The target audience of
the missionaries extended beyond the elite and included all parts of society. Most of
the students came from poor families as these schools did not charge tuition fees.
Thus, graduates of missionary schools predominantly originated from the lower class
of society and converted to Christianity. ®* Both their lower social origins and
conversion to Christianity discouraged the Qing government from employing
Chinese graduates of missionary schools as translators instead of foreigners. This

might be because they were regarded as untrustworthy.

Missionary schools also faced significant public criticism due to their emphasis on
foreign culture and religion. In particular, the establishment of schools for girls and
the empowerment of female students in the realm of education, which had not been
seen before in Chinese history, drew widespread criticism from various parts of the
society.5? For families who could afford to educate their children, missionary schools
were unnecessary institutions as they did not aim to prepare students for imperial

exams that would enable them to obtain governmental positions.

Despite a lack of elite interest, missionary schools left a lasting impression on
Chinese education and played a significant role in modernizing China during this
period of transformation. During the years 1860 to 1877, a sum of 462 church
schools were established in China by American, British, and Continental Missions.
The schools comprised Boys’ Boarding schools, Boys’ Schools, Girls’ Boarding
schools, Girls’ Schools, Theological schools, and Sunday schools, with a total of

8,522 students enrolled in them during this period.®

One of the most significant contributions of the missionary schools is to provide

some Chinese students with the opportunity to receive education in the Western

®1 Xiong Yuezhi, The Eastward Dissemination of Western Learning in the Late Qing Dynasty. Volume
2, English ed (Singapore: Silkroad Press Singapore, 2013), 15-17.

62 Ibid., 7.

83 Ibid., 8.
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world for diverse reasons. The students held a viewpoint aligned with Western ideals

and arranged for increased numbers of Chinese students to study abroad in the West.

The role of missionaries in Chinese higher education was also significant. The actual

modern Chinese higher education started with the establishment of Beijing Tongwen
Guan (& Ui [/ SC1E) in 1862, which was administered by American missionary
William Alexander Parsons Martin (1827 — 1916), also known as Ding Weiliang (]
&5 ). He was the chief teacher from 1869 for 25 years. Beijing Tongwen Guan was

founded as a translation school; however, its education expanded beyond solely

languages.

Another significant influence was the Shandong Dengzhou Wenhuiguan (1l < & M|
W 4:1H), where American missionary Calvin Wilson Mateer (known as Di Kaowen
(3k% ) introduced university courses in the 1880s, contributing to the emergence
of modern Chinese university. Another milestone in the development of modern
Chinese higher education was the founding of Beiyang University (Jb7 K%%) in
1895. This institution predominantly adopted the American educational system and
engaged American missionary Charles Daniel Tenney (known as ] % 3. Ding Jiali)

as its chief teacher. Inspired by Harvard and Yale universities, Beiyang University
sourced required books, specimens, instruments, and experimental equipment from
the United States, earning it the nickname "the Cornell of the East." This highlights
the substantial impact of the American university model on modern Chinese higher

education.®

® Huang Jingang ¥ 4:N||, ‘Wan Qing Xifang Chuanjiaoshi Yu Zhongguo Jindai Gaodeng Jiaoyu M
B 59 B QRS 2E [Western Missionaries in the Late Qing Dynasty and Modern
Chinese Higher Education]’ 29 (2007): 98-99.
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2.2.1.4. Government Schools

As outlined earlier, in the 19™ century China experienced increased interaction with
Western countries, resulting in numerous conflicts and disputes. Prince Gong/ Yi Xin
(F&35 £ /Z51)1), initiator of the Foreign Office, Zongli Yamen (¥ 17]) in 1861,
stated in his memorial®® "Preparing Affairs from Beginning to End" (7} 5546 K):
“When negotiating with foreign countries, it is vital to understand their temperament
first. Today's language can be challenging to grasp due to obscure words and varying
differences. It is hoped that both parties can compromise despite any barriers. To
understand the conditions of each country accurately, it is necessary to first know its

language and writing to avoid deception of others” %

The foundation of the Zongli Yamen emphasized the urgent need for professionals
who possessed expertise in the different foreign powers' spoken and written
languages. This was essential to conduct diplomatic affairs with the Western powers.
To meet this need a language school was founded by the Qing government in 1842 as
part of Zongli Yamen. This language school was Beijing Tongwen Guan (5 Jifi[F] 3
T#) (known as Tongwen Guan ([ 3C7H) The School of Combined Learning). Its
focus was to provide training for official interpreters. Tongwen Guan is considered

the first government-founded modern school in China.®’

Apart from Zongli Yamen and Tongwen Guan, during the nineteenth-century, era of
modernization in China, numerous institutions were established to propel the nation
into the realm of contemporary global influence. Inspired by this initiative and under

the influence of the earliest reformers, Feng Guifen ({%4£%%) and Li Hongzhang (2%

5 75)%8 proposed the establishment of foreign-language schools in Shanghai and

65 Memorial (Z£#7); in the Qing Dynasty formal written documents submitted by officials to the
emperor.

66 Zhao Min X%, ““Jingshi Tongwenguan de fazhan lishi ji qi gongxian 5% [/ SCUE ) & & I 52 K¢
H. 7T#k [The Development History and Contribution of Jingshi Tongwen Guan],” Zhongguo wenhua
yanjiu F7/% X AEHFIE, no. 3 (2000): 67.

®7 Biggerstaff, The Earliest Modern Government Schools in China, 94.

®8 Feng Guifen was a prominent scholar and reformist who advocated for the integration of Western
technology and methods to strengthen China during the late Qing Dynasty. Li Hongzhang, a key
figure in the Self-Strengthening Movement, was a statesman and military leader who played a crucial
role in modernizing China's military and industrial sectors while navigating complex foreign relations.
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Canton. These schools aimed to produce graduates proficient in both classical

Chinese and foreign languages.

Li Hongzhang envisioned numerous benefits, including potential advancements in
Western mathematics, science, and technology that could enhance Chinese armament
and shipbuilding capabilities. Additionally, district magistrate®® Gui Wencan (3
%) suggested sending students abroad, although this was challenging at the time,
leading to the creation of a school dedicated to teaching technical skills. Prominent
figures such as Zeng Guofan and Li Hongzhang spearheaded significant initiatives to
strengthen China's military and technological capabilities. The Jiangnan
Manufacturing Bureau (YL 74 ill i& & J5)) was founded in 1865 with their support, with
the purpose of the production of advanced weaponry and ships, heralding the

modernization of China's military capabilities. Concurrently, the Tianjin Military
Academy (B FHTE( 45, established in 1866 under Li Hongzhang's patronage,
emerged as a crucial training ground for officers and officials, imparting modern
military and naval techniques. In 1898, Peking University (G ifi K 2% %) was
founded with the imperial approval of Emperor Guangxu, to provide modern
education in various fields and promote Western learning. The Tientsin Academy (X
HELVETL LS i), established in 1860 by Li Hongzhang, undertook the task of

harmonizing traditional Chinese education with Western methodologies,

exemplifying the multifaceted approach to modern learning. The Ziqiang Institute
(H 322 5E), established in 1897 by Yan Fu, advocated the translation of Western
works to promote self-strengthening and modernization. Similarly, Jinling College
(& K% %), founded by Zhang Zhidong in 1888, offered modern education in
different fields. Equally influential was the Nanjing Higher Normal School (Fd &% 15
S IMYEs25E), also established by Zhang Zhidong in 1888, to train teachers using
modern educational methods. With institutions such as the Jiangnan Shipyard Bureau
(L Fd M5 B ) (1865), Kaiping Machinery Bureau (JF~F 4%k L)) (1867), and
Hanyang Arsenal (Y FHEET.J ) (1865), initiated by visionaries like Li Hongzhang

and Zeng Guofan, China embarked on a trajectory of manufacturing advanced ships,

89 %11£ is an official title referring to a local government official responsible for administering a
county or district.
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machinery, and weaponry, thus facilitating naval and industrial modernization. "
Zeng Guofan and Li Hongzhang also created the Fuzhou Shipyard (42 M ARER) in
1866, showing China's strong dedication to modern naval power through
shipbuilding and repair. One of the most crucial modern education institutions was
Furen University (§#/~K2%%) was a pioneering educational institution established
in China to provide modern education to women and promote gender equality.
Founded in 1895 by Yanzhao Zhang and Lu Haodong together, these efforts in
various fields highlighted China's determined push for modernization in the military,
education, and technology, significantly influencing the country's position

worldwide.

2.2.1.5. Beijing Tongwen Guan (At 5 R 3CIHE)

Expanding upon earlier explanations, during negotiations with Western counterparts
Chinese officials heavily relied on individual translators. Apart from the foreign
translators, Chinese translators were also preferred. Chinese translators were
commonly either merchants who had attained some knowledge of a foreign language
or graduates of missionary schools. These graduates frequently originated from
humble backgrounds with ambiguous social status. They were partially influenced by

foreign cultures, and in specific cases, had even adopted Christianity.

In 1861, at the suggestion of Prince Gong (Yi Xin), the Office for the General
Management of Affairs Concerning the Various Countries (i EE %% B $ 554 1),
known as the Zongli Yamen, was established to efficiently manage international
relations. Before, official communications between Western governments and the
Chinese Qing government were typically written in Chinese or, in the case of Russia,
often in Manchu. ”* However, the Tianjin treaty included parts that the official
correspondences should be written in the European languages of the treaty parties as

following European diplomatic procedure.’

70 Jonathan D. Spence, The Search for Modern China, 1st ed (New York: Norton, 1990), 197-200.
"L Akifumi Shioya, ‘The Treaty of Ghulja Reconsidered: Imperial Russian Diplomacy toward Qing
China in 1851°, Journal of Eurasian Studies 10, no.

2 Knight Biggerstaff, The Earliest Modern Government Schools in China (Port Washington, N.Y.:
Kennikat Press Port Washington, N.Y., 1972), 98.
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Therefore, in 1862 Tongwen Guan ([F]3C1H) The School of Combined Learning, was
established as a translation/language school under Zongli Yamen in Peking. The
primary purpose of establishing Tongwen Guan was to train officials proficient in
Western languages and knowledge, which was essential for dealing with foreign
powers on equal terms. Initially, Tongwen Guan was established primarily as a
language school. However, over time, its curriculum was expanded to include
subjects such as astronomy, mathematics, chemistry, and physics, reflecting a broader
educational mandate to equip officials with a comprehensive understanding of

Western sciences and technologies.

The establishment of other translation schools and Western learning institutions
followed Tongwen Guan. Although there were some Western-style schools in China
at that time, they were established by foreigners, particularly by missionaries.
Therefore, Tongwen Guan is considered the first government-funded Western-style

school.

Furthermore, in December 1866 and January 1867, the Zongli Yamen (Office for
Foreign Affairs) proposed the addition of an “Astronomy and Mathematics”
department to the Tongwen Guan, with admission limited to individuals holding

advanced civil service degrees.’

Tongwen Guan's curriculum encompassed in 1870s a variety of subjects, such as
astronomy, mathematics, chemistry, physics, biology, geography, geology,
mineralogy, metallurgy, mechanics, anatomy, physiology, political economy, and
international law. However, the department's new name was “Astronomy and
Mathematics”. As Fairbank states the naming was probably intended to reduce
opposition from conservatives. > The non-language courses were delivered in
Chinese, English, or French. 8 These collective efforts were aimed at not only
improving diplomatic relations but also fostering a deeper understanding of foreign

languages and cultures among Chinese officials while potentially leveraging Western

3 For the curriculum see Ibid., 128.

"4 Biggerstaff, The Earliest Modern Government Schools in China, 19.

75 Ssu-yii Teng and John King Fairbank, China’s Response to the West; a Documentary Survey, 1839-
1923 (Cambridge: Harvard University Press Cambridge, 1954), 75.

6 Biggerstaff, The Earliest Modern Government Schools in China, 127.
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knowledge to advance China's technological capabilities in armament and

shipbuilding.

Tongwen Guan was managed and financed by Zongli Yamen. As Zongli Yamen's
main source of income came from customs revenues, Robert Hart (1835-1911),
inspector-general of the Imperial Chinese Maritime Customs Service between 1861
and 1911, had a particularly favorable influence on the development of Tongwen
Guan and he was able to influence staff salaries, recruitment, and examinations at the

school.

The iitial regulation of the Tongwen Guan was that its students were required to
originate from the Eight Banners (/\Jif).”” Thirty students were chosen initially, and
the final selection of new students was made by the Zongli Yamen.’® In addition,
regulations were put in place for conducting regular monthly tests and quarterly and

annual exams, which were administered by staff at the Tongwen Guan.

To encourage diligent study, rewards were offered, especially for students who
showed exceptional performance. Furthermore, a comprehensive Great Examination
(K7%) was conducted every three years by senior officials at the Zongli Yamen. Top-
performing students would receive tutorship or achieve official ranks - the seventh,
eighth, or ninth rank - based solely on their exam performance. However, students
with lower results would be demoted yet still permitted to study at the institution.
Those attaining the seventh rank would be prospective secretaries, awaiting
assignment to various boards or offices in the capital city. Moreover, an additional
regulation guaranteed standard subsistence allowances for all students as

bannermen. "

Tongwen Guan was primarily shaped according to the structure of the Russian
language school (Eluosi wen guan %% Hi SC7H) that had already been established

before, by the Qing dynasty to manage diplomatic relations with Russia afterward the

" The Eight Banners (/\Ji#) was a system of military and administrative divisions used in the Qing
Dynasty of China and they were mainly Manchus.

'8 Biggerstaff, The Earliest Modern Government Schools in China, 100.

9 Ibid., 102.
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Nerchinsk treaty (1689). China and Russia have a history of interactions dating back
to the seventeenth century, primarily encompassing political and mercantile
engagements. These interactions resulted in the emergence of certain institutions.
Two educational institutions of historical significance can be identified concerning
the cultural and linguistic exchanges between Russia and China. The first, denoted as
"Eluosi xue (F% #72%)," can be inferred to be a language school established circa
1728, designed to facilitate the acquisition of the Chinese language by Russian
individuals. The second institution, titled "Eluosi wenguan (%' #7 3CE)," founded
approximately in 1757, is discerned as a Russian language school aimed at
instructing Chinese students in the Russian language. These establishments played a
pivotal role in fostering bilateral linguistic understanding and cultural interchange
during their respective epochs. The enrolment of Russian language schools was
initially limited to students solely from the eight banners with a maximum cap of
twenty-four students. Nonetheless, when the school was affiliated with Tongwen
Guan in 1862, only sixteen students remained.®® The existence of the Russian

Language School served as a helpful precedent for the new language school.

The "Six Articles of the Draft Regulations for the New Tongwen Guan" were drafted
following the traditional regulations of the Russian language school.®! 1) Accept
Manchu students under the age of 15; 2) operate under the direct supervision of the
government; 3) conduct monthly, quarterly and annual reviews; 4) confer official
ranks on outstanding students and allow them to fill existing government vacancies;
5) hire Han Chinese and foreign instructors to teach Confucian classics and foreign
languages respectively; and 6) provide students with a monthly allowance of three

taels of silver. &

Tongwen Guan was headed by American missionary William Alexander Parsons
Martin, who served as its chief teacher for 25 years from 1869. The significant
changes occurred when Martin was chief teacher. Under his leadership, the school
gradually adopted a modern teaching system. Martin devised the first yearly

curriculum system in the history of Chinese education in 1876, consisting of two sets

8 Meng Ssu-ming, ‘The E-Lo-Ssu Kuan (Russian Hostel) in Peking’, Harvard Journal of Asiatic
Studies 23 (1960): 42, https://doi.org/10.2307/2718566.

81 Zhao, “Jingshi Tongwenguan de fazhan lishi ji qi gongxian”, 67.

82 Biggerstaff, The Earliest Modern Government Schools in China, 100-101.
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of curriculum plans for eight years and five years according to the age of the student
and the focus of the education. Furthermore, the teaching material construction was
revamped, with Martin compiling and printing textbooks following the Western

school style, often translating content from Western books.

Tongwen Guan Institution began focusing on cultivating translators skilled in
Western science and technology. By 1863, French and Russian were also taught, with
ten students each.®® From 1866 onwards, added subjects such as chemistry (1866),

arithmetic (1868), international law (1869), medical physiology (1871), astronomy
(1877), and Gezhi (¥$%%) (natural science) (1879) progressively.

Martin also emphasized the integration of learning and practical application,
employing experimental methods in the teaching process. For instance, students
studying natural sciences had access to experimental sites like chemistry labs,
physics labs, and observatories. Those studying foreign languages could work as oral
or written translators at Zongli Yamen, while medical students gained clinical
experience by practicing at hospitals. These innovative approaches departed from
traditional teaching practices and signaled a shift towards modernized education at

Tongwen Guan.*

Between 1862 and 1898, Tongwen Guan had around 60 instructors, including
Chinese teachers.® In the absence of Chinese individuals with a comprehensive
understanding of foreign languages, particularly English, authorities in certain
regions were compelled to seek suitable candidates among foreigners. This need led
them to employ foreigners, who had proficiency in Chinese, making them a valuable

candidate for teaching English to Chinese students.®

In 1875, the students of Tongwen Guan commenced their involvement in the
diplomatic work of the imperial court. Initially, their responsibilities revolved around

being entrusted with translation tasks for the school’s establishment. Some of them

8 Ibid., 104.

8 Huang, “Wan Qing Xifang chuanjiaoshi yu Zhongguo jindai gaodeng jiaoyu”, 98-100.

8 Lackner and Vittinghoff, Mapping Meanings: The Field of New Learning in Late Qing China, 89.
8 Biggerstaff, The Earliest Modern Government Schools in China, 99.
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were also engaged in teaching at newly formed institutions throughout the country,

amongst other duties.

Tongwen Guan is not only a prominent establishment in Chinese history in terms of
modern education but also modern book translations. Among the translated books
were works on chemistry, medicine, physics, arithmetic, geography, agricultural
lands, books on the art of war, and French dictionaries. Some of the important
translators and teachers were William Alexander Parsons Martin (] i K Ding
Weiliang, 1827-1916), who was an American and came as a priest in 1850. Antolle
A. Bi Uiquin (*£F]F Bi Ligan, 1873-1894), a French. He was one of the 5 teachers
from Europe that Robert Hart (7% He DE) hired in 1866. Bi Uiquin was one of the
chemists. John Dudgeon ({1 De Zhen, 1837—1901) was a British. He came to
China in 1864 and presided over Shi Hospital (Jiti[%< f%) in Beijing. Carles H. Oliver

(BRKALFE Ou Lifei, 1857-1937) was a British. In 1879, he came to China and
worked as an English teacher at the Tongwen Guan.®” Samuel M. Russell (%% =42

Luo Sanwei, ?-1917) was an Irish. In 1879, he came to China and served as an

astronomy teacher in Tongwen Guan. The Chinese teachers and students participated
in the translation included Wang Fengzao (JX\#), Qingchang (FK#), Lianfang (¥
77), Yang Shu (/£B¥), Xi Gan (J#7#) American and came as a priest in 1850.%
Samuel M. Russell (%% =+ Luo Sanwei, ?-1917), Irish. In 1879, he came to China
and served as an astronomy teacher in Tongwen Guan. The Chinese teachers and

students participated in the translation such as Wang Fengzao (A7), Qingchang (/&
), Lianfang (B£75), Xi Gan (J§ #), etc.®

The central government and various provincial governments in China established a
diverse range of modern schools in the following years. According to Biggerstaff,
these schools can be categorized into seven distinct types. These included schools
dedicated to training interpreters and foreign affairs specialists, as well as institutions

focused on equipping engineers and skilled workers for the burgeoning shipyards and

87 Chen Wei %A, ““Jingshi tongwenguan bowuguan kaolue 5 i [7] SCUE YT % 1% [Research on
the Museum of Capital Tung-Wen College],”” gugong xuekan 3 (2014): 384-86.

8 Ibid.

8 Wang Hongkai T 779, ““Jingshi Tongwenguan yishu shiliue” 5% i [5] SC1E 1255 520% [ “A Brief
History of Books Translated by Jingshi Tongwenguan]””’, Shoudu bowuguan congkan, 1994, 152.
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arsenals. The era also saw the establishment of naval academies to prepare deck and
engine-room officers for the modern navy and military academies to train army
officers. Additionally, schools were set up to provide essential personnel for the
telegraph administration, and a specialized naval and military medical school was
created. Lastly, a school of mining engineering was established to meet the demands
of this rapidly evolving period in China's history. These institutions collectively
played a pivotal role in the modernization and development of China's education

system and expertise in various critical fields. %

2.2.2. From East to West: The Journey of China's First Students Abroad

Prior to the Chinese Educational Mission (CEM) which was the first time students
were sent by the government, Chinese students had opportunities to go abroad

through official government channels, self-funded or through missionary initiatives.

As for missionary-granted students, Kong Chai Weng and Chu Kiung Tong went to
New York with Bishop Boone. Several students, including Yung Kuing Yen and Yang
He Ting, were also sent to New York between 1854 and 1857 for further education.

They were baptized and when they returned to China they served as missionaries. %

Independent self-funded students like Wu Ting-fang (ff3£75) (1842-1922), a son of

a merchant, traveled to London to get an education in law, also Gu Hongming (527

#4) (1856-1927) was one of the famous self-funded students who got his education in

Scotland, Berlin, and Paris.%?

As for government-granted opportunities, the initial one was a mission, called the
Binchun Mission (&#f# 4] Bin Chun shi tuan), which occurred in 1866. At the

suggestion of British diplomat Robert Hart, who served as head of the Imperial

% Biggerstaff, The Earliest Modern Government Schools in China, 31.

%1 Episcopal Church Domestic and Foreign Missionary Society, An Historical Sketch of the China
Mission of the Protestant Episcopal Church in the U.S.A.: From the First Appointments in 1834 to
Include the Year 1892, 16,18,24,25.

92 Jenny Huangfu Day 1985-, Qing Travelers to the Far West : Diplomacy and the Information Order
in Late Imperial China, First paperback edition (Cambridge, United Kingdom: Cambridge University
Press, 2020), 31.
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Maritime Customs Service. Students from Tongwen Guan were selected upon his
recommendation to accompany him on his journey to his hometown. In response to
his suggestion, the Qing government appointed Bin Chun (x&#5) (1804-1871), an
official and bannerman, and his son Guang Ying (&%) to lead a group of students
from the Tongwen Guan on a tour of Western countries, known as "Taixi" (Z£ 7).
The students who participated in the trip as particularly translators were Feng Yi (&
%), Zhang Deyi (3K %), and Yan Hui (Z ££).% The delegation visited eleven
countries, including Britain, France, Holland, Prussia, and Denmark. After the
mission, Bin Chun documented his experience in the Record of Riding the Raft
( (FFIZEIL) ) while Zhang Deyi wrote the Navigation Narratives ( {JiiFiAZT) )

to recount his journey.%*

Six students, some of whom participated in the Binchun mission, were also part of
the Burlingame mission that traveled across the United States and Europe between
1868 and 1870. Two students also joined the Chonghou (52/%) mission to France
from 1870 to 1871.%° The main difference between the students who were sent by
missionaries and the government is that missionaries sent students for further
education while the government had no such intention. Instead, the main aim of the

Qing government was to observe the Western world.

China's early efforts to send students abroad through missionary initiatives or
government missions represent a pivotal period in its modernization journey. The
students sent with the officials acted as translators for the officials, not to get an

education.

During the late Qing Dynasty, foreigners and missionaries played pivotal roles in the
transformation. Institutions were established to train proficient Chinese translators,
addressing a critical shortage in the country. Additionally, missionary schools
provided education in various Western disciplines and languages. Foreigners and

missionaries were often employed by Chinese state institutions due to the scarcity of

% Ibid.

% Knight Biggerstaff, ‘The First Chinese Mission of Investigation Sent to Europe’, Pacific Historical
Review 6, no. 4 (1937): 311, https://doi.org/10.2307/3633876.

% Biggerstaff, The Earliest Modern Government Schools in China, 23.
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adequately trained Chinese personnel. These initiatives marked significant
milestones in China's modernization and integration with the West. Up to this stage
of the thesis, the focus has been on the transformative effects of Western contact on
education in China, including early student exchanges and the establishment of
modern educational institutions. The investigation now shifts to similar dynamics in

the context of the Ottoman Empire.

2.3. The Ottoman Empire

The Ottoman Empire flourished as an expansive multi-ethnic empire rooted in
traditional agriculture until the 19" century. In the 19™ century, the Ottoman Empire
faced the reality of Western power, particularly in military and economic terms, due
to internal and external issues. Internal conflicts and rebellions, as well as external
territorial losses in wars and treaties, were challenging. As a result, Ottoman rulers
and intellectuals initiated a process of modernization, with a primary focus on
military progress but not limited to it. Reform movements were initiated through
documents such as the Tanzimat Edict (1839) and Islahat Edict (1856), to establish a
modern state structure in the Ottoman Empire. Additionally, judicial and economic
reforms were implemented, and Western agricultural and industrial techniques were

adopted.

The modernization of the Ottoman Empire during the periods of Selim III and
Mahmut II is significant due to the reform movements such as the adoption of
Western knowledge and started sending of students to Western countries, which is the
focus of this thesis. Surely there were some reforms before these Sultans. However,
as Ortayl states the main difference between the reforms of the earlier sultans and
Selim III and Mahmut II was the latters’ awareness of the changing world and the
realization that they needed to modernize, rather than revert to the “golden age” of
Kanuni. And for the eighteenth century, Ortayli says, “the only reason for the reforms

was to modernize the army to stand against Christian Europe, especially Russia”.%

% flber Ortayl, Imparatorlugun en uzun yiizyih, 49. baski (Istanbul: Kronik Kitap Istanbul, 2019), 44.
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Thus, until the mid-nineteenth century, the Ottoman Empire essentially focused on
military and technological improvement while mostly ignoring social aspects, just
like the Qing dynasty. Education was also an indispensable component of this
modernization process. Because the modernization of education was driven by the
need to keep up with advancements in the West. To expedite this, the Ottoman

administration implemented a policy of sending students abroad.

For learning from the West, the political relations with them played a significant role.
Although the Ottoman Empire had been engaged in extensive political relations with
foreign states, it did not establish permanent embassies in the capitals of other
countries until 1793.%" Before permanent embassies, diplomatic interactions were
often conducted through emissaries, envoys, or special representatives rather than

maintaining a constant diplomatic presence in foreign capitals.

During the initial establishment phase from 1793 to 1821, figures such as Yusuf Agih
(1793-1797) and Ismail Ferruh (1797-1800) were sent as permanent ambassadors to
England, while Seyyid Ali (1797-1802), Halet (1803-1806), and Muhib (1806-1811)
were dispatched to France and Ibrahim Afif Efendi (1797-1800) to Austria. %
Permanent embassies were crucial for facilitating the emergence of statesmen

acquainted with the West, as well as in bringing military and civilian experts.

In 1835, the permanent ambassador of Paris Mustafa Resid Bey initiated the dispatch
of three military instructors from France to Turkey. The following year, the
ambassador of London Nuri Efendi secured an agreement with the British
government to send teacher officers to Turkey. In addition to military expertise,
individuals were dispatched to various fields, such as medicine and public health. For
instance, Dr. Bernard, recruited through the ambassador of Vienna Sadik Rifat Pasa's
efforts, played a crucial role in elevating the Military Medical School to the standards

of its Western counterparts.*®

% Ali Akyildiz, Osmanli merkez biirokrasisi (1836-1856), 1. baski, Osmanh tarihi dizisi; 125 (Fatih,
Istanbul: Timas Yayinlari, 2018), 89.

% Erctiment Kuran, ‘Tiirkiye’nin Batililagmasinda Osmanli Daimi Elgiliklerinin Rolii” (V1. Tiirk Tarih
Kongresi, Ankara: Tiirk Tarih Kurumu Basimevi, 1961), 490.

9 Ibid., 493-94.
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The children of the initial diplomats also benefited from the chance to spend their
childhood and youth in Europe. For instance, Ahmed Vesik Pasa, who accompanied
his father, a diplomatic interpreter to Paris in 1834, attended Saint-Louis College for
three years, where he received a Western-style education.'®° These children played a
significant role in shaping Ottoman Politics by occupying high-ranking state

positions in the following generation.

The Ottoman ambassadors' influence extended beyond diplomatic affairs into
education and professional development. They facilitated opportunities for
individuals from the Ottoman Empire to study and gain practical experience in

Western countries.

As mentioned, one of the most pivotal historical moments during the Ottoman
modernization era was the Tanzimat period. The period laid the foundations of a
provincial organization with specialized civilian bureaucrats in the Ottoman Empire.
However, he vast geography of the empire made implementing the reforms difficult.
Additionally, the lack of a systematic policy to train personnel hindered the
implementation of the reforms to the same extent throughout the empire. 1t
Therefore, train personnel became crucial to ensure the continuity of reforms. This

need was not also adequately met for various reasons such as limited educational

infrastructure and lack of qualified instructors.

As another pivotal incident, the Edict of 1856, (Islahat) recognized everyone
regardless of religion or race as equal in military service, law, taxation, admission to
civil and military schools, and public office. Before the edict, Christians were both
exempt from having to serve in the military and were not allowed to hold civil

service, except as interpreters.

The period that brought about equality was significant because of the elements that
comprise Ottoman society. The Ottoman Empire had various ethnic and religious

groups. Non-Muslim communities were recognized as zimmi (Ar. dhimmi, lit.

100 Ibid., 495-96.
01 Ali Akyildiz, Osmanli biirokrasisi ve modernlesme, 4. baski (Istanbul: Iletisim Yaynlari Istanbul,
2012), 79-80.
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protected one). They were distinguished from the Muslim subjects in terms of rights

and law. Non-Muslim subjects’ rights were designed by faith groups called millets.

Non-Muslim subjects were useful for the Ottoman Empire because the empire was
already in touch with the Western countries from its early periods. The Ottoman
Empire had employed its non-Muslim subjects for these relations, particularly in
translation. However, nationalist uprisings had shaken the reliability of non-Muslim
subjects in state service, prompting the Ottoman Empire to train Muslim subjects in
translation. Consequently, the empire opened various institutions to train personnel

not only in the military but also in translation.

2.3.1. Channels of Introduction of Modern Knowledge into the Ottoman Empire

In the Ottoman Empire, education developed for a long time through madrasas,
which transmitted religious and scientific knowledge. However, madrasas began to
lose their functionality by the 16th century. This decline paved the way for the
establishment of Western-style educational institutions from the early 18th century
onwards, resulting in a dual structure in the Ottoman education system between
traditional madrasas and modern educational institutions.!?? Different trends in the
historiography of education have analyzed this transformation from various

perspectives.1®

Modern educational institutions were not the only channel for modern knowledge,
science, and technology. They reached to the Ottoman Empire through various
channels. Several societies (cemiyetler) emerged in the Ottoman context, providing
significant platforms for discussing, disseminating, and implementing modern
knowledge and techniques. Additionally, formal educational institutions underwent

modernization efforts. Also, the translation school was one of these channels.

102 Adem Olmez, ‘II. Mesrutiyet Devrinde Osmanlh Medreselerinde Reform Cabalar1 ve
Merkezilesme’, Vakiflar Dergisi, no. 41 (2014): 128.

103 For further discussions of historiography of education: Adem Olmez, Osmanli’da Maarif: Kisiler,
Anlatilar, Kurumlar (1stanbu1: Ketebe, 2024).
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2.3.1.1. Societies

There were a few societies that were important in the Ottoman Empire's efforts to
modernize education and integrate Western scientific knowledge into Turkish society
during the 19th century. For example The Besiktas Cemiyet-i Ilmiyyesi (1815-1826)
was established during the reign of Sultan Mahmud II with the aim of teaching
scientific fields such as advanced mathematics, literature, and history, as well as
foreign languages.’® The Enciimen-i Danis (1851-1862) was founded to modernize
the Ottoman educational system and translate scientific works from the West.'% The
Cemiyet-i [Imiye-yi Osmaniye (1861-1867) was the first civilian society aimed at
spreading modern scientific knowledge within the Turkish society.%® These societies
reflect the Ottoman Empire's efforts towards modernization and scientific

advancement.

2.3.1.2. Formal Education

The evolution of the education system and institutions during the Ottoman Empire is
quite diverse. Initially, modern educational institutions were predominantly military-
based, driven by the Ottoman Empire’s urgent need to reform its armed forces, much

like its other modernization initiatives.

By the late 18th century, the repeated defeats of the Ottoman military, coupled with
Europe’s advancements in warfare technology, forced Ottoman sultans to restructure
their policies. As part of these reforms, military-technical schools were established to
address the technological shortcomings of the Ottoman army. In 1773, under the
leadership of the French officer Frangois Baron de Tott, the Miihendishane-i Bahri-i
Hiimayun (Imperial School of Naval Engineering) was founded. This school aimed
to train technically skilled personnel who could modernize the Ottoman navy and
military. The defeat in the Russo-Ottoman War (1768—1774) further underscored the

military’s technical deficiencies, accelerating the establishment of more schools that

104 Kazim Yetis, ‘Besiktas Cem‘iyyet-i [lmiyyesi’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi
(Istanbul: TDV Yayinlar1, 1992), 552.

105 Abdullah Ugman, ‘Enciimen-i Danis’, in Tiirkiye Divanet Vakfi Islam Ansiklopedisi (istanbul: TDV
Yayinlari, 1995), 176.

106 Ekmeleddin Thsanoglu, ‘Cem‘iyyet-i [lmiyye-i Osmaniyye’, in Tiirkive Diyanet Vakfi Islam
Ansiklopedisi (Istanbul: TDV Yayinlari, 1993), 333.
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offered modern military education. In 1795, Miihendishane-i Berri-i Hiimayun
(Imperial School of Military Engineering) was established under Sultan Selim III to
modernize the land forces.!%” These institutions were critical steps in enabling the
Ottoman Empire to compete with Europe in terms of military technology and

strategy.

As modernization spread beyond the military, civilian education reform became
imperative. During the 1830s, Mahmud II introduced significant administrative
changes, establishing ministries such as the Ministry of Internal Affairs (Dahiliye
Nezareti) and the Ministry of Finance (Maliye Nezareti). These reforms mirrored
Western-style government administration, creating a pressing need for educated civil
servants who could efficiently manage state institutions. Traditional madrasas were
increasingly viewed as inadequate to meet the demands of this new bureaucratic

system. %8

Recognizing the urgency of training skilled administrators, educational reforms were
implemented to modernize the Ottoman education system. Broader educational
reforms continued throughout the 19th century. In 1821, the Translation Bureau was
founded, followed by the establishment of the Tibhane (the School of Medicine) in
1826 to train military physicians. Mekteb-i Fiinun-i Harbiyye (the School of Military
Sciences) was opened in 1834, housed in Macka Barracks, to provide advanced

military education.

Sibyan Mektepleri (primary school) and Riisdiye Mektepleri (middle school) gained
importance. In 1824, primary education was already made compulsory for boys.%®

And more Riisdiye schools were opened after 1839.11

197 Vehbi Baysan, ‘From the New Order to the Benevolent Event — Making Children’s Education
Compulsory in the Ottoman Empire, 1808 — 1826°, Osmanli Medeniyeti Arastirmalart Dergisi, no. 21
(June 2024): 33.

108 Tbrahim Vehbi Baysan, ‘State Education Policy in the Ottoman Empire during the Tanzimat Period
(1839-1876)’ (Phd, University of Manchester, 2004), 39.

199 For details of the children’s compulsory education: Vehbi Baysan, ‘From the New Order to the
Benevolent Event — Making Children’s Education Compulsory in the Ottoman Empire, 1808 — 1826°,
Osmanli Medeniyeti Arastirmalart Dergisi, no. 21 (June 2024): 28-54.

110 7iya Kazict and Halis Ayhan, ‘Talim ve Terbiye’, in Tiirkive Diyanet Vakfi Islam Ansiklopedisi
(Istanbul: TDV Yayinlar1, 2010), 520.
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By the mid-19th century, the modernization of the Ottoman education system took
another significant step with the establishment of the Meclis-i Maarif-i Muvakkat
(Temporary Council of Education) in 1845 to modernize the Ottoman education
system. This Council further structured the education system into sibyan mektepleri
(primary schools), riisdiye mektepleri (secondary schools), and dariilfiinun
(university).!!! This restructuring aimed to produce qualified personnel capable of

implementing the new governmental regulations.

In response to the growing demand for teachers within these schools,
Dariilmuallimin (the teachers’ school) was established in 1848, facilitating the
training of teachers. A key requirement for these teachers was their acceptance of

assignments to designated locations at any time and anywhere in the empire.!?

Dariilfiinun was proposed to be opened in 1845 and initially began with public
lectures in 1863. It did not become fully operational until 1900. Following the
establishment plan of Dariilflinun, Enciimen-i Danis was founded in 1851. Its
purpose was to prepare course materials, but unfortunately, it did not perform as
expected. '® Galatasaray and Dariissafaka Schools were upgraded to high school
level in 1908 and named Sultani.}'* To update their education system, the Ottomans

made considerable efforts.

The temporary Council of Education also proposed the establishment of a Permanent
Council of Education to oversee the continuous supervision and development of
educational institutions. As a result of this proposal, the Meclis-i Maarif-i Umumiye
(General Council of Education) was founded in 1857, creating a lasting structure that

regulated the Ottoman education system.

111 Baysan, ‘State Education Policy in the Ottoman Empire during the Tanzimat Period (1839-1876),
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Yayinlari, 1993), 523.

114 Kazic1 and Ayhan, ‘Talim ve Terbiye’, 520.

48



To bridge the gap between secondary and higher education, idadi schools (high
schools) were founded to prepare students for both civil and military careers at

higher levels.!®®

Beyond the state’s modernization efforts, the role of non-Muslim schools and
missionary schools is also a critical aspect of the Ottoman education system. Non-
Muslim subjects in the empire, organized by their religious communities, were
granted autonomy in their educational affairs. Each millet (religious community)
managed its own schools under the supervision of spiritual leadership, with expenses

covered by community foundations.!®

Furthermore, except for the existence of the schools of non-Muslim subjects, there
were missionary schools that gained momentum during the modernization period of
the Ottomans. In the Ottoman Empire, missionaries focused on Christians and non-

Muslims, especially Christian Arabs and Armenians.!*’

With the Reform Edict (Islahat Fermani) in 1856, the rights granted to non-Muslim
communities were expanded. This process also laid the groundwork for the growing
influence of foreign schools and missionaries. The Mixed Council (Meclis-i
Mubhtelit), established after 1856 edict, addressed the educational needs of non-
Muslim communities and the presence and influence of foreign schools within the
Ottoman educational system increased.!'® Nevertheless, with the establishment of the
Ministry of Public Education (Maarif-i Umumiye Nezareti) in 1857, state control
over education increased, and the Regulations of Public Education (Maarif-i
Umumiye Nizamnamesi), issued in 1869, aimed to centralize educational institutions

under a more unified system.

This regulation brought the curricula of both Muslim and non-Muslim schools under

state supervision. Foreign schools were also required to comply with these

115 Thid.

116 Cemil Oztiirk, ‘Osmanlilar (Egitim ve Egitim Kurumlari)’, in Tiirkive Diyanet Vakfi Islam
Ansiklopedisi (Istanbul: TDV Yayinlari, 2007), 566.

Y7 Ortayly, Imparatorlugun en uzun yiizyili, 196.

18 Ali Akyildiz, ‘Maarif-i Umimiyye Nezareti’, in Tiirkiye Divanet Vakfi Islam Ansiklopedisi
(Ankara: TDV Yayinlari, 2003), 273.
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regulations, significantly curbing their autonomy and influence. Thus, the Ottoman

state strengthened its control over foreign educational institutions.

In terms of missionary activities in the Ottoman Empire American missionaries, in
particular, focused on spreading Protestantism, finding notable success among
impoverished lower-class Armenian communities in Anatolia.!!® Unlike in the Qing
government, the schools of non-Muslim subjects and missionaries did not directly

send students to Western countries in the Ottoman Empire.

2.3.1.3. Translation Bureau

Another aspect of the modernization of education in the Ottoman Empire was the
language schools which were the first modern institutions just like in the Qing
government. Interpreters were already used to ensure political communication.
Although the exact date of this practice's beginning is unknown, non-Muslim
subjects were given diplomatic duties as interpreters after the conquest of Istanbul. %
From the 17th century onwards, young translators, who were particularly Greek
(Rum), were commonly referred to as 'language boys' (Dil Oglanlar1). However, as
the French, English and Russians began to exert their influence, trust in these
translators began to wane. Following the Greek Revolt of 1821, confidence in Greek
translators was lost and measures were taken to train interpreters of Turkish origin.

As a result, the "Bab-1 Ali Translation Bureau" was established for this purpose in

1821.12

During its early years, the Bab-1 Ali Translation Bureau, also known as the
Translation Bureau, consisted of two sections: the Language Chamber, where civil
servants learned languages, and the Translation Bureau, where graduates of the

Language Chamber worked as translators. Thus, the civil servants who received

119 Tbid.

120 Mahmut H. Sakiroglu, ‘Terciiman (Osmanlilar’da)’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi
(Istanbul: TDV Yayinlar1, 2011), 490.

121 [hid., 492.
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language training in the Language Chamber were then transferred to the Translation

Bureau to work as translators.??

The Translation Bureau’s first translator was Yahya Naci Efendi, a Muslim of
Bulgarian origin and one of the teachers at the Engineering School. His son Ruhiddin
Efendi was also appointed as one of the first translators of the Translation
Department. They mainly translated Greek and French texts.'?® Ali Pasha, Namik
Kemal, Ahmet Vefik Pasha, and Fuat Pasha were some of the most prominent figures
educated in the Translation Bureau. These were reformers and intellectuals of great

significance concerning both modernization and foreign experiences.

The Translation Bureau had a Language School which was closed and reopened
several times because of various reasons. However, the school preserved its

importance throughout the modernization process.

In 1885, a requirement for certain civil service positions in the embassy entourages
to have knowledge of French was introduced. This was crucial for the Ottoman
Empire's foreign relations. As a consequence of this decision, young civil servants
were encouraged to enroll in the Language School. Although The Translation Bureau
was originally founded to teach languages in particular French. Later expanded to
include courses for the Ottoman state bureaucracy and additional languages such as
Greek, Slavic, Armenian, English, German, and Russian were added over time.'?* In
the mid-19th century, it became important for Turks who wanted to pursue a career in
government to know a European language. Therefore, the Translation Bureau was

considered as an important stepping stone to positions in the army and the palace.?®

In conclusion, the Ottoman Empire underwent a series of transformative phases as a
result of its interaction with the West. The initial military and linguistic reforms
subsequently spread to other areas, marking a significant shift in educational

paradigms.

122 Akyildiz, Osmanli biirokrasisi ve modernlesme, 52-53.
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2.4. Conclusion

Chapter II attempted to provide a general overview of the stages that the Ottoman
Empire and the Qing Dynasty went through on their way to modernization,
particularly in education. The main reason for attempting this overview is to
understand the backgrounds that led to the idea of sending students to Western

countries, which is the main topic of the thesis.

The Ottoman Empire and the Qing Dynasty were two great empires that faced
similar challenges during their modernization efforts in the 19th century. During this
period, the rulers of the Qing Dynasty, the Manchus, were an ethnic minority in
China. In contrast, the Ottoman Empire's rulers were seen as culturally identical to

the core Turkish population, providing stronger legitimacy to Ottoman rule.

Both empires were subjected to unequal treaties imposed by Western powers, which
secured economic and trade advantages for the Europeans. These treaties weakened
the economies of both empires and increased European influence within their
borders. For example, China was forced to sign the Treaty of Nanking in 1842 and
the Treaty of Tientsin in 1858, which opened numerous ports to foreign trade and
granted extraterritorial rights to foreigners. Similarly, the Ottoman Empire was
compelled to accept the Treaty of Kiigiik Kaynarca in 1774 and the Treaty of Balta
Limani1 in 1838, which granted significant concessions to European powers and

undermined Ottoman sovereignty.

Both empires suffered territorial losses. The Ottoman Empire lost territories in the
Balkans and North Africa, while China lost regions to Japan and Western powers.
These territorial losses highlighted the political and military weaknesses of both
empires. By the mid-19th century, both the Ottoman and Qing armies were
technologically outdated compared to European armies. This technological lag led to

military defeats and underscored the need for military reforms in both empires.

Both empires faced significant internal issues. China dealt with large-scale peasant

rebellions such as the Taiping and Nian Rebellions, while the Ottoman Empire faced
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nationalist movements among Greeks, Armenians, Serbians, Romanians, and
Bulgarians as well as various peasant rebellions. These internal conflicts disrupted
the stability of both empires and complicated their reform efforts. The Qing Dynasty
struggled with the destructive effects of the opium trade introduced by the British,
leading to the Opium Wars, which had profound economic and social consequences.
The Ottoman Empire had to contend with nationalist movements among its various

ethnic groups, further threatening the unity of the empire.

Both empires launched defensive modernization efforts to strengthen their states and
preserve their independence. In China, the Self-Strengthening Movement ( H 5%12 7))
sought to adopt Western technology and military systems. In the Ottoman Empire,
the Tanzimat reforms included legal and military modernization efforts. In both
societies, there was a strong adherence to old identities and values, which created
resistance to modernization efforts. In China, bureaucrats and the gentry class
resisted reforms, while in the Ottoman Empire, the Janissaries and the ulama

opposed changes. This resistance hindered the effective implementation of reforms.

In the Ottoman Empire, modernization reforms were driven by the sultans. For
instance, Sultan Mahmud II initiated military reforms, while Sultan Abdulmejid I
implemented the Tanzimat reforms to modernize administration and society. In
contrast, within the Qing Dynasty, figures like Prince Gong and several progressive
governors supported modernization efforts. However, the imperial court, particularly

Empress Dowager Cixi, often resisted these changes.

In both the Ottoman Empire and China, the aim was to preserve their cultural
traditions while embracing Western technological and scientific advances. This was
reflected in discourses like “Chinese essence, Western use” (H A7), which
emphasized the integration of Western innovations without compromising Confucian
values. Similarly, the Ottoman Empire pursued the idea of embracing Western
technology while retaining Islamic moral values, emphasizing the adoption of
Western technical knowledge while preserving Islamic traditions and principles. Both

societies sought a path to modernity that respected their respective cultural identities,
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demonstrating a selective integration of Western advances alongside the preservation

of their core beliefs.

Permanent embassies were pivotal in the Ottoman Empire's modernization strategy,
involving the dispatch of diplomats who often brought their families, including
children, to Europe. This approach facilitated the integration of Western education
and administrative practices. In contrast, while China did establish embassies in
Western capitals from the 1870s onward, and some officials gained valuable
experiences abroad, its utilization of these diplomatic missions for domestic
modernization initiatives was not as systematic or impactful as that seen in the

Ottoman Empire.

The Ottoman Empire was forced to give more opportunities to minorities compared
to the Qing Dynasty. Additionally, the Ottoman Empire already had a significant

Christian population, which was involved in various aspects of the empire.

Missionary activities played a significant role in both the Ottoman Empire and Qing
Dynasty. In the Ottoman Empire, European state and missionary community schools
primarily aimed to educate the children of Christians and wealthy families because
Muslim students were not allowed to attend these schools. This contrasted with Qing
China, where missionaries targeted lower social classes due to the absence of a
significant native Christian population and the reluctance of wealthy families to
adopt Western education, preferring the traditional imperial examination system for

bureaucratic advancement.

Translation schools were a significant development in both the Ottoman Empire and
the Qing Dynasty, established by the state to cultivate officials proficient in foreign
languages. Beyond language instruction, Tongwen Guan offered a diverse curriculum
including physics, astronomy, chemistry, navigation, international law, mathematics,

and politics.

The Ottoman Empire and the Qing Dynasty faced similar external and internal
challenges during the 19th century and embarked on comparable modernization

efforts. However, the outcomes of these efforts and the reactions of their societies
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varied, rooted in their unique historical and cultural contexts. In the following
chapters, the nuances of these reactions and the diverse outcomes of modernization

will be explored in detail.
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CHAPTER Il

CROSSING BORDERS: SENDING STUDENTS ABROAD

3.1. Before the Chinese Education Mission (CEM): First Students Abroad

In the first chapter, it was mentioned that in the early 19th century, China was
confronted by Western powers, resulting in the signing of unequal treaties that
significantly increased Western influence in Chinese territories. These conflicts
exposed China’s vulnerability to advanced Western military technology. Chinese
officials and bureaucrats who advocated modernization did not primarily attribute the
nation’s problems to internal systemic issues but instead saw them as a consequence
of failing to keep pace with Western advances in science and technology. Rather than
undertaking a thorough internal analysis, they focused on the urgent need to bridge
this technological gap by acquiring knowledge and expertise from the West. To
initiate this process, the importance of language skills was recognized. However,
Chinese institutions lacked the resources or expertise to independently establish
language schools and other educational facilities. This resulted in dependence on
foreigners, which drew criticism, as these foreign educators were often viewed as

hostile to China.'?®

While some proposals were made to send students and staff to Western countries to

acquire Western knowledge, practical challenges such as economic constraints and

126 For example, one of the most prominent conservatives Wo Ren &1~ (1804 -1871) was against
employing foreign instructors to teach the Chinese. He stated his view in his memorial in 1867 as
“...why is it necessary to learn from barbarians, ...foreigners are our enemies..we will honor
barbarians as our teachers”. For the critiques of Wo Ren see; Teng and Fairbank, China’s Response to
the West; a Documentary Survey, 1839-1923, 76-77; Jerome Ch’en, China and the West : Society and
Culture, 1815-1937 (Abingdon, Oxon: Routledge, 2019), 429.
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limited connections made these proposals difficult to implement. Nevertheless, both
missionaries and the Chinese government sent a few students abroad. The
government's primary aim was to send these students to observe Western
advancements, while the missionaries sought to provide them with broader
educational opportunities. A notable example of a student sent by missionaries was
Yung Wing, Chinese name Rong Hong (% /&) (1828-1912), who later proposed the
Chinese Educational Mission (CEM) which would send Chinese students to the
West. This initiative played a significant role in furthering the cause of

modernization in China by facilitating the education of Chinese students in the West.

Yung Wing was the first Chinese graduate from a Western (American) university.
Before Yung Wing, five Chinese individuals received education in American schools
during the early 19th century and attended a foreign mission school in Cornwall,
Connecticut, between 1818 and 1825. The five individuals were Wong Arce, Ah Lan,
Ah Lum, Chop Ah See, and Lieaou Ah-See. Licaou Ah-See later adopted the name,
William Botelho, and he is noted as the first Chinese Protestant convert in America.

Ah Lum became a translator in Zongli Yamen.'?’

Another one was Zeng Laishun (% K i) (1826? -1895) known also as Zeng

Lansheng (% =%%E). He played a pivotal role in Chinese history as a forerunner in

overseas education and the self-strengthening movement in the late 19th century. He
arrived in the United States four years before Yung Wing in 1843 and attended
Hamilton College briefly before financial difficulties interrupted his studies,
preventing him from graduating. Later, Zeng Lansheng participated in the Chinese
Educational Mission (CEM) and worked as an English teacher in its preparatory
school based in Shanghai. Moreover, Zeng Laishun went to the U.S. with CEM

students as a translator.

As observed, even before the Chinese Education Mission, which included the initial
group of 120 students dispatched by the government in 1872, there were Chinese

students who traveled to Western countries for education.

127 Thomas W. Chinn et al., 4 History of the Chinese in California; a Syllabus (San Francisco:
Chinese Historical Society of America San Francisco, 1969), 8.
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3.1.1. Bridge Builder: Yung Wing and Sino-American Education

Yung Wing played a critical role in facilitating educational exchanges between China
and the United States. Yung Wing was among the first Chinese students to enroll in a
Western university and subsequently initiated the Chinese Educational Mission
(CEM) to promote modern education in China. He wrote his autobiography My Life
in China and America® and he recounted his experiences as a scholar, teacher, and

diplomat.

Yung Wing's autobiography starts detailing his first exposure to Western education in
China during the 1830s under the guidance of Christian missionaries, especially Mrs.
Gutzlaff. When he was seven years old, he began attending Mrs. Gutzlaff's mission
school. Yung Wing's initial encounter with Western education had an impact on his
subsequent role in promoting modern education in China. In 1839 Mrs. Gutzlaff's

school was disbanded, and Yung Wing had to return to his village to pursue his

“Chinese studies”?® (F[12£).

The Sino-British Opium War erupted in 1840 and Yung Wing's proficiency in
English thanks to his education at Mrs. Gutzlaff's school, became a valuable asset.
Consequently, he secured a job assisting a Roman Catholic priest, ultimately leading
to an opportunity of great significance.*® After the closure of the school, before
departing for America, Mrs. Gutzlaff entrusted Dr. Benjamin Hobson, a medical
missionary, with the task of enrolling Yung Wing in the recently established
Morrison Education Society School in Macao. Despite their reservations, Yung

Wing's parents assented to his unorthodox education.

128 Yung Wing, My Life in China and America originally published in New York: Henry Holt and
Company, 1909). The Chinese version of his autobiography translated as P4*% A< #7ic. (The Spread of
Western Learning to the East)

129 Chinese Education (412%) refers to traditional Chinese scholarship and knowledge, encompassing
classical Chinese literature, philosophy, history, and culture.

130 Joseph Hopkins Twichell 1838-1918 and Wing Yung 1828-1912, ‘My Life in China and America’
(Widener H. Holt, 1909), 1-12.
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The Morrison Education Society School was established in 1839 and administered by
American missionary Rev. Samuel Robbins Brown (1810-1880). Upon Yung Wing's
enrollment to the school in 1841, five other boys had already enrolled: Wong Shing,
Li Kan, Chow Wan, Tong Chik, and Wong Foon. In 1847, Mr. Brown decided to
return to the United States due to his health and offered to take three students with
him to complete their education. Yung Wing was the initial volunteer alongside

Wong Foon and Wong Shing. !

Among these students, Wong Foon (Huang Kuan 3% &) (1829 - 78) completed his
studies in medicine at the University of Edinburgh and earned the distinction of
becoming the first Chinese individual to attain a degree in Western medicine. Wong
Shing (Huang Sheng ¥ J5) (d. 1902), held various positions, including acting
manager of the London Missionary Society press for twenty years. Later, he
collaborated with Wang Tao in establishing the Universal Circulating Herald ( {f§Ig
H#k) ), a Chinese daily. He led the second batch of the Chinese Educational
Mission (CEM) and Chinese Educational Commission to the United States and
served as an interpreter for the Chinese legation in Washington. Lastly, Yung Wing

graduated from Yale University in 1854 and returned to China.*®2

With the help of Rev. Samuel Robbins Brown, Yung Wing departed from China in
1847 to pursue studies in America, where he stayed until 1854. During his time in
America, he adopted the language and lifestyle of the Westerners. Upon returning, he
had nearly forgotten Chinese especially the Canton dialect that was used in his
hometown, which necessitated him to study Chinese language.'*® He faced problems
finding a job due to linguistic issues and the lack of appreciation for the Western
education he received. His lack of Confucian education was also a crucial deficiency
in finding a proper job. In the meantime, China still struggled to accommodate

Western practices. Upon his return, attitudes towards Westerners were negative.

Yung Wing states in his autobiography that:

131 Yung and Twichell, My Life in China and America, 18.

132 R. G. Tiedemann, Handbook of Christianity in China. Volume Two, 1800 to the Present (Leiden:
Brill Leiden, 2010), 253-54.

133 Yung and Twichell, My Life in China and America, 52.
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‘...I had come right up to the conventional standard and idea of a liberal
education. I could, therefore, call myself an educated man and, as such, it
behooved me to ask, "What am I going to do with my education?" Before the
close of my last year in college I had already sketched out what I should do. I
was determined that the rising generation of China should enjoy the same

educational advantages that I had enjoyed; that through Western education

China might be regenerated, become enlightened and powerful. "134

His main purpose in coming back to China was helping other Chinese students to
study abroad. Although he returned in 1854, he was able to accomplish his aim only
in the 1870s. Because of his background, after his return Yung Wing's career path
took several turns. He worked in various positions, including as a translator. He was
a secretary of a missionary physician in Canton. Then he attempted to practice law in
Hong Kong but faced opposition from British barristers. He then worked as a
translator at the Imperial Customs in Shanghai, although he was disillusioned by the
bribery prevalent in the system. Yung Wing's fortunes turned when he joined a
British firm as an agent to purchase tea and silk, ultimately becoming a wealthy

merchant.

During this period, China was dealing with the Taiping Rebellion, which lasted from
1851 to 1864 and threatened the Qing dynasty's rule. Zeng Guofan (% [H#%), a

prominent official and a member of the Hanlin Academy®®®, emerged as a key figure
in suppressing the rebellion. Zeng Guofan, with an interest in Western military
techniques, established arsenals and shipyards to manufacture foreign guns and
ships. Yung Wing's association with Zeng Guofan created a significant opportunity.
Zeng Guofan dispatched Yung Wing abroad to purchase machinery for the technical
foundation of the Jiangnan Manufacturing Bureau (Arsenal) founded with the

contributions of Li Hongzhang (Z= 5 ).

134 Twichell and Yung, ‘My Life in China and America’, 41.

135 The Hanlin Academy (¥ #K[t) was a prestigious institution in imperial China that played an
important role in the intellectual and bureaucratic life of the country. During the Tang Dynasty (618-
907) established it as an agency dedicated to the administration of official documents, as well as
guiding emperors on governance, culture, and literature. It was comprised of high-ranking scholars,
known as "Hanlin scholars," who wielded considerable influence in the imperial court.
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Upon Yung Wing’s return, Zeng Guofan played a crucial role in convincing the Qing
court to grant Yung Wing an official rank as a reward for this successful machinery

purchase. Yung Wing then transitioned into a role as a translator for the Jiangsu (YL

71) provincial government, under the leadership of Governor Ding Richang (] H &)

(1823-1882).1%6

In 1868, Yung Wing proposed an educational plan to send Chinese youths to the
United States for an extended period of study. However, due to various reasons, this
proposal did not gain immediate attention. It wasn't until 1870, following the Tianjin
Massacre (KE#(Z) and Governor Ding's assignment to help resolve a diplomatic
dispute with France, that Yung Wing's educational proposal gained attention.
Governor Ding took Yung Wing with him as his assistant during this critical period.
Yung Wing found an opportunity to submit his suggestion with the help of Ding.
Yung Wing made a proposal to the Qing court about studying abroad:

The proposal was for the government to send picked Chinese youths abroad
to be thoroughly educated for the public service. The scheme contemplated
the education of one hundred and twenty students as an experiment. These
one hundred and twenty students were to be divided into four installments of
thirty students each, one installment to be sent out each year. They were to
have fifteen years to finish their education. Their average age was to be from
twelve to fourteen years. If the first and second installments proved to be a
success, the scheme was to be continued indefinitely. Chinese teachers were
to be provided to keep up their knowledge of Chinese while in the United
States. Over the whole enterprise, two commissioners were to be appointed,
and the government was to appropriate a certain percentage of the Shanghai

customs to maintain the mission.¥’

In October 1870, Zeng Guofan and Li Hongzhang submitted a memorial®® to the
Qing court endorsing the proposal to select intelligent Chinese boys and send them to
Western countries for education. The memorial emphasized the importance of going
abroad to access Western expertise such as building shipyards and technical schools

in China.

136 Yung and Twichell, My Life in China and America, 166—67.

137 Twichell and Yung, ‘My Life in China and America’, 173.

138 Memorial (Z297); in the Qing Dynasty formal written documents submitted by officials to the
emperor.
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Zeng Guofan and Li Hongzhang referred to in the memorial some Confucian sayings
such as “To hear a hundred times is not as good as to see once”.}3 Confucian sayings

was used by the modernization supporters. For instance, Zhang Zhidong in
"Exhortation to Learning”. ( { Y1 J% ) ) also referred to sayings of Confucian
scholars such as “One year of going abroad is better than reading five years of
Western books”, “One year of studying abroad is better than studying three years in
China”, and “Seeing one time is better than hearing a hundred times” ( “ H V¥ —4F 1
TR H A", “NSEE - EPE TR E =T, CHREA D
UL 7 ).1% He mentioned the most prominent Confucians like Mencius and their
encouragement about studying abroad.*! Fairbank mentioned the reason for using

the sayings of Confucian scholars as to reduce the reaction of conservatives and anti-

modernists who oppose modernization and go to the West for modern education.

After the memorial of Zeng Guofan and Li Hongzhang, Prince Gong, the head of the
Zongli Yamen, reviewed and endorsed the proposal, and the Qing court finally

approved it in 1872. Unfortunately, Zeng Guofan passed away the same year, Li
Hongzhang (2= #%) (1823-1901) became in charge of supervising the Chinese
Educational Mission (CEM).

With the advancement of modernization, there was an increased need for talented
individuals. Apart from the CEM, students were dispatched to Western countries to
study shipping and military affairs. In the year 1871, Fujian Shipyard (f&#Zf3) )
sent ten students to study shipping technology in England and France. After, the
dispatching process gradually became more formal. In 1875, Shen Baozhen (3L 15 11)
sent students from the Fuzhou Navy Yard School (#&/i& M%) ) to France to study
shipping with the Frenchman Riyig (Ri Yige H & #%). The following year, in

December, Li Hongzhang sent students and apprentices from the Fujian Shipyard to

139 Teng and Fairbank, China’s Response to the West, a Documentary Survey, 1839-1923, 92.

140 Feng Tianyu, Jiang Hailong /&K ¥, 2%, Zhonghua Shuju Chupin — Quanxue Pian F3E75 /7
Hidi——X) k% [China Bookstore Productions - Persuasion] (Beijing: Beijing Book Co., 2016), 18.
141 Zhang Zhidong 5K 2 i, Quan xue pianwaipian youxue dier 3% - S k-l 7 55—
[Encouragement to Study, Outer Chapter, Study Tour 2] (Guangzhou: Guanxi Shifan Daxue
chubanshi, 2008), 98.
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Britain and France to study navy and manufacturing. Later in 1890, the Prime
Minister’s Office of the Qing government invited students to study in five countries;
Russia, Britain, France, Germany, and the United States, and each country sent two
students to China. After 1895, the Qing government sent students to study in Russia,
Britain, France, and Germany. As a result, students who were dispatched during the
modernization brought back advanced knowledge of shipbuilding and naval training
which strengthened China's naval power. Studying in Britain and France fostered the
development of many outstanding talents in the fields of navy and ship

administration. Some notable representatives were Liu Buchan (X F #f), Lin

Taizeng (#AZ% %), Lin Yongsheng (#k 7k 4).142

In addition to promoting sending students, reformists like Zuo Zongtang (/£ 5% %)
and Zeng Guofan also supported sending personnel as a means of enhancing their
understanding of diplomacy, military affairs, and economics. Due to economic
challenges, it was difficult to send a significant number of staff. Zheng Guanying (%
W) (1836-1890)14 proposed sending ministers overseas to enhance the decision-
making proficiency of high-ranking government officials. He suggested selecting
older individuals who received a traditional Chinese education system, as they are
more likely to analyze and assess modernization wisely.'*® The reason is likely that
individuals who are younger and lack sufficient Confucian education might be more
easily assimilated and may lack the capacity to make wise decisions regarding

necessary refroms.

142 Li Minxi Z=B( 4, ““Zhongguo Jindai Liuxue Fazhan Lichen Yu Dongle Tan Jiu H [E X 2K
J& Ji#2 53l J1#R8 9T [Exploration of the Development Process and Motivation of Studying Abroad in
Modern China]”’, Xiandai Jiaoyu Kexue 3 (2019): 136.

143 Zuo Zongtang (/5% %) (1812-1885) was a prominent Chinese military general and statesman. He
is best known for his role in suppressing the Taiping Rebellion and supporter of reforms.

144 Zheng Guanying (ABWLSY) (1836-1890) was a Chinese scholar and writer. He is best known for his
influential work titled "Words of Warning to a Prosperous Age" ( {1t =) ). This book is often
considered one of the earliest critiques of traditional Chinese culture and an early call for
modernization.

145 Jianbo Zhou, Westernization Movement and Early Thought of Modernization in China:
Pragmatism and Changes in Society, 1860s—1900s, Palgrave Studies in Economic History (Cham:
Springer International Publishing, 2022), 113.
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3.1.2. CEM Students’ Enrollment and Departure

In their memorial to the Qing court, Zeng Guofan and Li Hongzhang noted the
importance of sending students to the West, specifically America. They highlighted

the Burlingame Treaty'#®

as a key factor in their decision. Additionally, Yung Wing's
familiarity with America was another prominent reason for choosing it as a
destination. The memorial identified two significant challenges: selecting talented
students and securing funding. It also proposed solutions to address these challenges.
For example, students were divided into four batches rather than sending all 120

students together.

The plan was selecting young children at the age of 12 and 15 and after completing
15 years of education, return to China. When they return to their country, they would
be around 30 years old, which is considered the peak of their effectiveness, allowing
them to produce significant achievements. For selecting the students, it was planned
to set up a bureau in Shanghai to visit and select bright children from coastal
provinces.'*” The memorial also stated that people from Ningbo (7°7¥%), Guangdong
(J77R), and Fujian (#£%%), all coastal towns, went abroad to learn languages before.
However, as their primary aim was to engage in business activities, their linguistic
abilities were primarily confined to this field. Consequently, the selection process for
government-funded students must be conducted with great care. In order not to waste
time and funding. It was decided that the selected students be guided by

commissioners and specialists in various academic fields.*®

For the enrolment, spreading the news about the government-funded educational

program posed challenges. In addition, many recipients of the news were

146 The Burlingame Treaty (7 % [125%), signed in 1868 between the United States and Qing
Dynasty China, recognized China's sovereignty, encouraged Chinese immigration to the U.S. for
labor, protected the rights of Chinese immigrants in the U.S., and facilitated diplomatic relations
between the two nations.

147 yu Gang XM, ““Qing Shi Lei Gongwen de Jingdian Zhi Zuo——Zeng Guofan ‘Nixuan Congying
Zidi Fu Taixi Geguo Yiyezhe’ Shangxi 1§/~RFA A L2 AE—— 5 [E3E (LR o6 kb 22
FEEMATY FE T [Appreciation of Zeng Guofan’s ‘Planning to Select Smart Students to Study in
European and American Countries’, a Classic Work of Official Documents Requesting
Instructions.]”’, Mishu Gongzuo 10 (2019): 71.

148 Teng and Fairbank, China’s Response to the West, a Documentary Survey, 1839-1923, 93.
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apprehensive. Moreover, local elders recounted frightening tales to discourage boys
from enrolling in CEM. A male student recalled some rumors by elders as, “The wild
men over there [America] would skin us alive, graft the skin of dogs onto our bodies,
and exhibit us as they would some uncommon animal."**® Furthermore, studying
overseas seemed to contradict established notions of filial piety. As Confucius

advised while one's parents are alive, it is advised not to travel to far-off locations.**

It should be noted, however, that not all Chinese parents reacted the same to this
news. Interest was mainly observed among parents from the southern coast, who had
more frequent interactions with foreigners than those residing in the interior region
of China. Furthermore, once they were selected all CEM students would acquire the
rank of the scholar-official elite, this encouraged families not employed in

government posts to send their children.

Meanwhile, as a government comprising representatives from various ethnic groups,
there was also the question of which social group the students should be selected
from. The recruitment guidelines prohibited discrimination against Manchus or Hans.
However, none of the CEM boys was Manchu. As E.J.M. Rhoads'®! drew attention
despite being a minor part of the population, Manchus exerted a meaningful yet
frequently overlooked influence on the Self-Strengthening Movement, particularly in
the realm of foreign language study. For example, the translator colleges in Beijing
(Tongwen Guan) and Guangzhou primarily enrolled Manchu students, particularly
from the Eight Banners. It is noteworthy that all six students who accompanied the
Burlingame mission abroad in 1868-70 from the Beijing Tongwen Guan were
Manchu. Furthermore, as mentioned in the previous chapter significant number of
China's pioneering diplomats were Manchu. However, none of them participated in

the CEM. All 120 CEM (1872-1881) boys were of Han Chinese ethnicity. >

149 La Fargue, ‘China’s First Hundred.’, n.d., 36.

150 «QREFE, ANimiif, JFL 7. ” Kong Zi L7, Lunyu li ren 1% B/~ Analects.

151 Edward J. M. Rhoads is professor in the Department of History. He has published widely in the
history of ethnic relations within China and China's encounter with the West. Some of his works are;
“Manchus and Han: Ethnic Relations and Political Power in Late Qing and Early Republican China,
1861-1928”, “Stepping Forth into the World: The Chinese Educational Mission to the United States,
1872-81", "China's Republican Revolution: The Case of Kwangtung, 1895-1913 and The Chinese
Red Army, 1927-1963: An Annotated Bibliography .

152 Rhoads, Stepping Forth into the World, 14.
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Candidates of CEM were required to have responsible guardians, pass a medical
examination, and demonstrate proficiency in Chinese studies, including both reading
and writing. If they had attended an English school before, they were also obliged to
pass an English examination. Upon being selected, all candidates were required to
attend a preparatory school daily to further their Chinese studies and commence or
maintain their English studies for at least one year before departing to the United
States. Parents and guardians were obligated to verify their agreement to allow their
male offspring or wards to study abroad for up to fifteen years, beginning from their
enrollment in the United States. They also acknowledged the government's non-
responsibility for any accidents or deaths during the period. The government,
however, pledged to cover all educational expenses, assign Chinese teachers to
accompany the students to the United States and provide them with appropriate

attire.’®® These were the terms and conditions of the CEM.

It is noteworthy that they had a preparatory school for CEM students before the
departure. The preparatory school was in Shanghai, a city that already had a foreign
population due to its port and some treaties. Upon arriving in Shanghai, students
were shocked to experience foreign culture up close. In his autobiography, Li Enfu

(Z K& 1861-1938, known as Lee Yan Phou), one of the 120 CEM students,

mentioned being particularly shocked by the behavior of foreign girls and women. ***

At the preparatory school of the CEM, students studied Chinese and English. It was
required for them to have a few years of Chinese education background, and most of
them had already taken these lectures from private tutors. On the other hand,
although some students had basic English skills, most of them had to start by
learning the alphabet. Zheng Laishun, one of the first Chinese students who studied
in the U.S, was an English teacher at CEM preparatory school and his two sons,
Elijah Laishun (Zeng Pu % 7#) and Spencer Laishun (Zeng Dugong & % 7%), were
students of CEM. The sons assisted their father at the CEM preparatory school
thanks to their prior knowledge of English. Some of the CEM students also had a

153 Twichell and Yung, ‘My Life in China and America’, 184-85.
154 Li Yang Fou, When I Was a Boy in China, by Yan Phou Lee (Boston: D. Sothrop Boston, 1887),
97-98.
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background in basic English and foreign cultures through their attendance at

missionary schools or their family background.

The family background was also influential in becoming a CEM student. A
considerable number of CEM students were acquaintances or relatives of each other.
Yung Wing, Zeng Laishun, and Kuang Qizhao®® (B8 #) (translators of the CEM)
made their relatives to attend the CEM. Moreover, nearly one-third of the group of
120 boys were related, either as brothers or cousins.®® Kuang Qizhao compiled a
Chinese-English dictionary " (% J¢ = $1 4E Bl ) ", the first English dictionary
written by a Chinese. According to Rhoads this dictionary probably was used in the
preparation school. Students who attended the prep school underwent an exam to
determine their eligibility for traveling to America. Each batch of students was
selected according to the exam, as some could not improve their language skills

enough to go.

Self-strengthening supporter bureaucrats believed that the ideal students to be trained
abroad should have a balance of Western education and Chinese knowledge. They
should be skilled in foreign technologies like shipping, military, and mining
administration, and also be well-versed in traditional Chinese culture and loyal to the
Qing Dynasty. For this goal, Ding Richang and Zeng Guofan as supporters and
initiators of CEM recommended Chen Lanbin (&==4t) (1816-1895). Chen Lanbin
was a member of Hanlin Academy and a Jinshi (i3 1) scholar (those who achieved
the highest level of the imperial exam). Chen Lanbin was appointed as a member of
the Bureau of Study Abroad Studies for Students in the United States (R 355\
J&1), ranking above Yung Wing. The reason why Chen Lanbin was recommended by

Ding Richang and Zeng Guofan due to two factors. As Yung Wing states one was to

reduce the resistance from conservative bureaucrats to sending young children to the

155 Kuang Qizhao (FFLH) was an English teacher at CEM preparatory school In 1874, he played a
role in accompanying the third group of young children to the United States and worked as a translator
in the Chinese Education Commission in America as a secretary and translator. Also, he is the founder
of the “Guangbao” (J #}) the earliest newspaper in Guangzhou.

156 For details about the kinship of the students; Stepping Forth into the World: The Chinese
Educational Mission to the United States, 1872-8, Recruitment
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United States.’®” The second was to strengthen traditional etiquette and traditional

Chinese education for young children who will be sent to the U.S.

According to the division of labor, Chen Lanbin and Yung Wing were assigned
different responsibilities. Chen Lanbin was responsible for supervising students in
their efforts to improve their Chinese language proficiency during their studies in the
United States. Yung Wing, on the other hand, was responsible for supervising the
students' Western academic courses and planning for their accommodation. By these
guidelines, Chen Lanbin regularly taught “Chinese Education” ('%%) which he
covered texts such as the classics of filial piety, primary school materials, the five
classics, and sacred edicts monthly. In addition, an evaluation was conducted every

four months to observe the students' progress in their Chinese Education studies. >

Starting in 1872 the four batch of the students departed from China to America
following four years. On 16th July 1872, “Shen Bao” ( { H #& ) ) newspaper
released an article about the initial group of thirty children under the heading

“Students of Shanghai Western Education Bureau Go to the United States” (174
2% Jri2F A b 3E ) — earliest which publicly disclosed names of children. %

Each batch was accompanied on its trip by Qing officials and an interpreter who was
proficient in English. Yung Wing traveled to the United States beforehand to organize
the children's education and accommodation, and Chen Lanbin stayed in Shanghai to
facilitate the first batch's departure to the United States. Zeng Laishun accompanied
the first batch as a translator. The journey to America was a fascinating experience
for the youthful CEM students, who were unfamiliar with foreign cultures. The
technological advancements of the West, such as railways and steam engines, were a
source of amazement for them. Lee Yan Phou, the CEM student, mentions in his
autobiography that upon arriving in San Francisco, they were impressed by the

modern conveniences such as gas, running water, electric bells, and elevators.'®° In

157 Twichell and Yung, ‘My Life in China and America’, 181.

156 [bid., 183.

159 To read the article https://archive.org/details/shenbao-1872.07.16/mode/2up, accessed 20.01.2024
180 Li Yang Fou, When I Was a Boy in China, by Yan Phou Lee, 107.
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order to gain a more comprehensive understanding of the impact of this journey, it is

essential to consider the social background of the students involved.

3.1.3. The Social Backgrounds of CEM Students

Most of the CEM students’ fathers were merchants and businessmen who had
engaged with foreigners. Royal-official families showed no interest in non-traditional
education at home or abroad. The previous chapter discussed that during the
modernization of education in China, classical Chinese education, rooted in
Confucianism, was still considered essential. A fundamental reason why CEM
students were not from noble families, high-ranking officials, or famous generals was
related to the potential consequences of not receiving the required training in Chinese
Studies (H1%%). These statuses were primarily achieved by demonstrating proficiency
in civil service examinations based on Confucian teachings. Therefore, elite families
prioritized classical Chinese education. Nevertheless, among the CEM students, there

were only four students who came from scholar-official families. 6!

Some of the CEM students had familial connections. For instance, four students
Liang Pixu (324 i/ Liang Pi Yuk), Li Enfu (2=, Rong Kui (%4 /Yung Kwai),
and Liu Yulin (X FM#/Liu Yuk Lin). Liang Pixu was born to a merchant family but
had familial connections. On his father's side, he was the nephew of Liang
Zhaohuang, who became Jinshi (3%} 1) and later held the position of prefect of
Shuntian (i X)) (encompassed region around the imperial capital). Li Enfu was the
grandson of a lower-ranking official. Rong Kui was the son of a Gongsheng (714F)
senior licentiate and the grandson of a prefectural examiner of taxes (E#i Kf¥). Liu
Yulin's great-grandfather had acquired senior licentiate status through purchase,

while his grandfather had risen to the position of prefectural director of schools (#

$7).1%2 The majority of the other students were however from lower socioeconomic

backgrounds.

181 Rhoads, Stepping Forth into the World, 21.
162 Rhoads, Stepping Forth into the World, 21-23.
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When the imperial court-initiated education for young children some people
encouraged their children and nephews to take the exam which was given to select
CEM students. When the imperial court-initiated education for young children some
people encouraged their children and nephews to take the exam for the selecting
CEM students. Notably, Yung Wing (%¥ &), Huang Yuechuan (3% {% )I|), Zeng
Lansheng (¥ *:4£), and Huang Sheng (F 1) successfully promoted their children

and nephews to enter the CEM.1%3

Moreover, some individuals who had previously traveled to the West as a result of
missionary activity were also motivated to send their children on the CEM mission.
For instance, Huang Sheng (#% JIt) (1827—1902), went to Macau in 1840 to study at
Missionary Morrison School. The following year, he moved to Hong Kong with the
school. In 1847, he went to the United States to study together with Yung Wing and
Huang Kuan. The following year, he returned to China early due to health problems.
Huang Sheng's two sons took the exam but were not admitted. They later went to

study in the United States as self-funded students.64

Huang Yuechuan (¥54%)1]) (also known as Huang Qionglang) was born in 1838. In

his early years, he was recommended by the Shanghai Catholic Church to be sent the
United States to study foreign languages and receive Western education. After

returning to China, he served in the Ministry of Foreign Affairs of the Qing
government. When the Shanghai Bureau of Young Children Studying Abroad (%}
HEEER I JR P JR)) was selecting students, Huang Yuechuan sent his eldest son Huang
Kaijia (¥ H) to take the exam and became one of the first batch of young children

studying in the United States.'®®

Some early modern craftsmen and merchants who received news about the

recruitment sent their descendants and nephews to the Shanghai Bureau of Young

183 Shen Rongguo 74 %% [, ‘Liumei youtong jiating chushen kaolue--Jian lun Wan Qing Zhongguo
jindaihua faren de yuandongli B 35 %)) % 5% & Hi £ 5 & - Feam e i o BHE AL S I R 8 77 [A
Study on the Family Backgrounds of Chinese Students Sent to America—Also on the Motivating
Forces of China’s Modernization in the Late Qing Dynasty]’, 122.

164 Tbid., 123.

165 Tbid., 122.
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Children Studying Abroad to take the exam. In 1857 merchant Xu Run (#%i) (1838-
1911) met Yung Wing and became close friends. Xu Run influenced the sons of his
relatives and friends. In addition, three sons of Xu Run's uncle Xu Rongcun (&5 AY)

and his own two sons also participated in the examination.%®

Brothers Tang Tingshu (J# 5 1832-1892) and Tang Tingzhi (JEFZ L) were
members of the Tang family in Zhuhai, today’s Guangdong,. They studied at
Morrison School since childhood. They were classmates with Yung Wing. When
Yung Wing was planning an education plan for young children in the United States,
the Tang brothers had become well-known compradors*®” and had great influence in
their hometown. They recommended six Tang children to study in the United States.
Eight other children from the Tang Jiawan (JEZX{%) district, today’s Guangdong,
were also influenced by the Tang brothers, thanks to their connections with the

families of the children.%®

The parents of CEM students came from diverse occupational backgrounds,
reflecting a range of socio-economic statuses.'®® Many students hailed from families
involved in mercantile activities, especially silk and tea. Such as Liang Cheng's (%%
Wk / also known as Liang Pixu) father, who amassed wealth through business, and
Zhan Tianyou's (/& KAf) father and father-in-law, who were long-time merchants in

Hong Kong and Macao.'"®

166 Tbid., 123.

167 S 73 constantly translated as comprador, a historical term in China referring to local agents who
facilitated trade and economic activities with foreign powers during periods of imperial Chinese
history.

188 Jiang Yongzhen VL. B4R, Chucai jinyu: Zhongguo liu mei xuesheng 2 E 5 : 115 B F L4
1872-1931 [Chusai Jinyu: Chinese Students in the United States, 1872-1931] (Taiwan: Linking
Publishing, 2022), 58. The students were Cai Tinggian (%¢%£ 1), Sheng Wenyang (% 3 4%), Huang
Youzhang (35 %), Zhuo Renzhi (}.1~ &), Deng Guiting (X #E4E), Deng Shicong (XSt Ji), Liang
Jinrong (#4:7%), and Liang Ruhao (2 417%).

169 For details on the occupations of the CEM students see Shen Rongguo 7% [, ‘Liumei youtong
jiating chushen kaolue--Jian lun Wan Qing Zhongguo jindaihua faren de yuandongli ¥ 3% %)) %5 5¢ &
B W& --He sm e iE Bl AR S WY IR E) /1 [A Study on the Family Backgrounds of Chinese
Students Sent to America—Also on the Motivating Forces of China’s Modernization in the Late Qing
Dynasty]’.

170 bid. 234.
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Other notable examples include Qi Zuyi's (f£#H%%) father, Qi Zhaoxi (f§JEEE) not
only sent Qi Zuyi to take the exam and successfully became the second batch of
young children studying in the United States but also led the third batch of young
children studying in the United States to the United States as an escort committee
member in 1874. 1" The "Shenbao" ( ( HH#iX) ) at that time reported that "the
General Administration of Foreign Affairs selected the third batch of children and
appointed Qi Zhaoxi to take them to the United States to study in early July. (H i
RPRE S S #, IR E DIKE, T LA b S E ) 7 Qi
Zhaoxi recorded in detail what he saw on the road and the situation of young children

studying and living in the United States in "Diary of Traveling to America. ( {Ji#32
MHIDL) )

There were miners, fishermen, and technical workers among the CEM parents.!”
Some CEM students had parents with more modest occupations; for instance, the
fathers of Rong Shangqin (% "#))) and Rong Shanggian (% #iif) were ordinary
farmers, while Wu Qizao’ s (5% }.) father was a rural Chinese medicine doctor.}’

This variation in parental occupations underscores the broad socio-economic

spectrum from which CEM students originated.

Another prominent figure of CEM Kuang Qizhao was born in 1843 and studied at

the Hong Kong Government Central School. Later, he successively compiled books
such as "A Collection of Chinese-English Dictionaries" ( {37 HLEER) ), "A
Dictionary of English Idioms" ( {3&3ChiE#4) ), and "The First Collection of
English Conversations" ( {FiEICE#I4E) ). When Yung Wing was trying to select

171 Shen Rongguo 74 %% [, ‘Liumei youtong jiating chushen kaolue--Jian lun Wan Qing Zhongguo
jindaihua faren de yuandongli B4 5% /) 2 5 JiE H1 £F % B -- e e T HH BT A4 S5 9 10 S5 8 [ A
Study on the Family Backgrounds of Chinese Students Sent to America—Also on the Motivating
Forces of China’s Modernization in the Late Qing Dynasty]’, 124.

172 htps://archive.org/search?query=subject%3 A%22%E7%94%B3%E6%8 A %A 5%22 accsessed
24.03.2024

173 Mai Boheng ZZ 1#1H, ‘Kuang Rongguang: Taishan Di Yi Wei Zhongguo Di Yi Pi Gongpai
Tongyou Liuxuesheng J T ZR: & LU 55— 47 H [H 55 — L A YR %) 2 B %%4F [Kuang Rongguang:
Taishan’s First Batch of China’s First Publicly-Accredited Students]’, Xinning Zazhi 4 (2014): 30.
174 Qian Gang, Hu Jingcao #48X #HENE, Daging liumei youtong ji A& 412 it] [A Memoir of a
Young Students Sent to the United States by the Qing Dynasty], 65.
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students, Kuang Qizhao also returned to his hometown in Guangdong, to look for

children from his family who could apply.

Most of the families of CEM students were ordinary people. They were willing to
send their children because of several reasons. The main reason was the expenses of
the students would be covered by the government. They also had the opportunity to
become government officials without the required and costly Confucian education to
pass the imperial examination. After returning from the United States, they would be
integrated into the government with corresponding ranks in civil and military service.
Even if they did not pass the Confucian-based exams required to be part of the elite,
they were still expected to be recognized as a segment of the elite. Therefore, E.J.M.

Rhoads interprets the CEM as an alternative vehicle for upward social mobility.}"

Apart from the social and economic encouragement of the families, religion and the
role of the missionaries were important. Western missionaries, mainly Protestants,
succeeded in converting some Chinese people to Christians during their missionary
missions in China. As a result, early groups of Chinese Christians appeared on the
stage of modern Chinese history. In the process of accepting Christian teachings,
some Chinese believers have indirectly broadened their horizons and formed the idea
of sending their children to study in the West. The launch of education for young
children in the United States provided them with a rare opportunity.

As an example, CEM student Wen Bingzhong's ({3 & 1861-?) father, Wen Qingxi,
(L5 1834-1915) was a well-known church figure in the late Qing Dynasty. He
was baptized and officially became a Christian in the Hong Kong Church. Another
CEM student Luo Guorui's (¥ [E ) father also preached in Hong Kong for many
years. Zeng Lansheng (%4 242), Huang Yuechuan (#{%)1]), and even Yung Wing all

have relatively strong religious backgrounds. In 1878, 13 CEM students supported an
organization called The Chinese Christian Home Mission (H B 38 20 [l £ 2 22),

175 Rhoads, Stepping Forth into the World, 218.
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whose aim was to spread Christianity in China. However, most of them did not focus

on missionary work after returning to China. "

For various reasons, many Chinese people have been living overseas for generations,
struggling to make a living. As a result, they tend to place a higher value on Western
education. However, due to economic constraints, their children often had limited
opportunities for further education. The introduction of CEM provided a valuable
opportunity for these families. For example, Xue Youfu (F£75 ##) was the fifth
generation of overseas Chinese from the Zhangquan merchant group in Malacca
(Malaysia). His grandfather went to Malacca in his early years and later became a
landlord owning seven pieces of land. His father was working at a trade firm in
Xiamen. From his family Xue Youli (#%6 L) received English education overseas in
his early years and worked as a comprador at HSBC Bank after graduation. In
addition, brothers Elijah Laishun (%4 J# Zeng Pu) and Spencer Laishun (Zeng
Dugong T #%) were descendants of overseas Chinese in Singapore. Their
grandfather worked as a farmer in Singapore in his early years, and their
grandmother was Malaysian. Their father Zeng Lansheng was born in Singapore, and

their mother was a Chinese-Malaysian who received church education.”’

In brief, the 120 students selected for the CEM program were all ethnically Han
Chinese, representing diverse backgrounds. Most of the children were from
Cantonese families. Some came from typical farming families, while others were
motivated to join due to religious or economic reasons within their households.
Regardless of their family circumstances, both the families and students shared
certain responsibilities. In addition, by mastering Western languages and sciences,

students were also expected to enhance their Chinese Education.

176 Luo Yuanxu & JG/IH, Dong cheng xi jiu: qi ge huaren jidujiao jiazu yu Zhongxi jiaoliu bainian F
SR AMFHEN R F S E 7 7 2 4 East Meets West: Seven Chinese Christian Families
and 100 Years of East-West Exchanges (Hongkong: Sanlianshu Publication, 2012), 24.

177 Shen, Liumei youtong jiating chushen kaolue, 124.
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3.1.4. CEM Students in America

When the Chinese Educational Mission was approved by the government, parents
were reluctant to send their children abroad. Yung Wing visited various places,
including Guangdong and Hong Kong, to persuade and encourage the parents to send
their children. According to the regulations, all students must meet certain
requirements to be considered for admission. These requirements include possessing
some qualifications such as being intellectually capable and maintaining good
personal hygiene. It should be noted that candidates who have physical disabilities or
weaknesses will not be accepted. Before going abroad, students must follow
traditional etiquette and come to the Shanghai Customs Office'’® (i 5CIE & 1
I']) and express their gratitude to the government. When they arrive in America
before starting school, these children must overcome the language barrier. Students
who pass an English language test would directly enter American schools while those
who fail received individual tutoring to prepare for school. For language learning and

adaptation to the American lifestyle, the students stayed with host families.

Yung Wing's arrangement of American host families for CEM students was a crucial
component of their education in the United States. It allowed students to improve
their English language skills while maintaining their Chinese education (*%%), and
the host families played an active role in facilitating this process. Host families were
responsible for giving reports about the daily Chinese studies of the students. Yung
Wing's efforts to organize the details of the Chinese Educational Mission students’
lives in America were instrumental in their successful education and adaptation to
American society. With the suggestion of Mr. B. G. Northrop, Commissioner of
Education for Connecticut, Yung Wing arranged American host families for the
students to accommodate during their stay in the United States. Mr. Northrop
suggested two or at most four students should live with one host family.!’® An

integral aspect of this agreement was to enhance the student's proficiency in the

178 Shanghai Customs Daotai Yamen (_ i 9CIE & 15[ ) refers to the Shanghai Customs which was
the administrative office or headquarters of the Shanghai Customs during the Qing Dynasty in China.
The term "1& 5" refers to a high-ranking official position, similar to a governor or commissioner, and

"f& 171" means government office or headquarters.
179 Twichell and Yung, ‘My Life in China and America’, 189.
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English language. The host families provided a valuable chance for students to
become fully immersed in an English-speaking environment, which proved crucial to
their academic and social integration into American society. They assumed
responsibility for assisting students in developing their English fluency and reporting
their progress to the Chinese Education Commission.'8 Furthermore, host families
played a pivotal role in Chinese education and in preserving the Chinese language
skills of the students. While residing with American-hosting families, the students
persisted in studying Chinese ensuring that they do not lose touch with their cultural

and educational roots.

Li Enfu, a CEM student from the second batch, noted in his autobiography that the
host families were actively involved in improving the students' language skills. Not
only did they support formal language learning, but they also integrated English into
several aspects of the student's daily life. For instance, the students were instructed
on the dish names, and if they hadn't been able to identify the names, they might
have faced difficulties in getting the food.*®! This instructional approach shows the

host families’ dedication to offering a comprehensive language education to students.

In 1872, a total of 122 families applied to become host families for CEM students.
However, at that point, only 30 students of CEM as the first batch had arrived in
America. One of the potential motivations for applying to become a host family
might be the financial compensation provided to CEM students. Host families were
paid for various services. Initially, they were to receive $16 per week for two
students sharing a room, which covered food, laundry, fuel, light, and private tuition.
This did not include clothing, stationery, books, medical bills or incidentals. The total
annual cost for each student, combining the basic fee and pocket money, was $428,
within the budget set by Zeng Guofan and Li Hongzhang, originally set at $600 per
year for each student's needs. The commissioners explicitly stated that they would
not assume responsibility for any expenses or debts incurred by the students without

their prior written consent. 182

180 Rhoads, Stepping Forth into the World, 71.
181 Li Yang Fou, When I Was a Boy in China, by Yan Phou Lee, 111.
182 Rhoads, Stepping Forth into the World, 64.
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The Chinese government commissioners, who were in Hartford at the time, sought to
keep the host families close to them, making contact and control easier. Thus, host
families were mainly in Connecticut and Massachusetts. Students were supposed to
stay with their host families for two years before enrolling in American schools. Host
families are expected to ensure some regulations like their students engaging in
regular studying and exercise routines. It is also required that host families maintain
daily records of their students' progress. If a student fails to comply with these
academic expectations, host families are obligated to report them to their respective
commissioners immediately. The overarching goal was for students to return to
China and utilize their native language skills to aid in the improvement of their

country's traditional education standards.

The process of hosting CEM students was subject to a specific set of regulations.
Each host family was responsible for two boys who belonged to the same CEM
batch. Some families cared for three or four boys, typically from two separate
detachments. Although most of the host families were married couples, there were
also widows and single women among them. Most husbands of married couples were
college attendees and their wives were typically home-teachers or schoolteachers.!8
Expectations for student compliance with the rules were clear. Moreover, variations

in procedures have been implemented in response to issues stemming from either

students or host families.

Some students were relocated from their host families due to reasons such as the
health of the host family, student misbehavior, or unsatisfactory academic progress.
Additionally, some students had to be relocated because their young single female
hosts decided to get married, which resulted in a change in their circumstances.
However, CEM students adopted their American host families like their own family
that they continued to get in contact with them. Even some of the students gave their
children the names of their host families.'® Because of the family background some
students did not stay with host families. Such as Spencer Laishun did not reside with
a host family as his father Zeng Laishun came to America as a staff of the CEM, and

his entire family accompanied him, thus Spencer lived with his own family.

183 For detailed information about the host families; Rhoads, Stepping Forth into the World Chapter 5
184 Rhoads, Stepping Forth into the World, 74.
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Before the departure of young children to the United States, Zeng Guofan had
already notified the Qing court that the Chinese education of young children should
not be neglected. As mentioned, host families regularly reported their studies to the

Chinese Educational Commission (CEC).

CEM students were required to gather at the Chinese Education Commission
building to receive traditional Chinese education (H7%%). Additionally they were
expected to allocate a few hours each day for Chinese studies during their stay with
the host families. It is also imperative that they receive early instructions on health,
especially regarding hygiene adapting to the climate to prevent illness, and so on. For
homeschooling, English language learning should be prioritized, followed by
subjects such as geography and arithmetic. The length of their stay with host families
depended upon their academic performance and the evaluation of the host families

conducted by the commissioners.'8

The CEM students were highly adaptable children, and despite facing significant
cultural differences, they quickly integrated into American life. Staying with host
families made the adoption easier. However, once adapted to American culture, they
felt pressure from their homeland. The Qing government did not want these children
to fully assimilate to Western culture and neglect their own. To prevent this, the Qing

government implemented several precautions.

3.1.4.1. CEM Students' Encounter with Western Education in America

Enrollment of the CEM students in American schools varied depending on the
student's linguistic proficiency. Some of the students who already had sufficient

English skills to attend American schools started much earlier than others. Yung
Wing's nephew Rong Shangqin (% 1%%))) and Zeng Laishun's two sons Elijah (Zeng
Pu 1% 7#) and Spencer (Zeng Dugong ¥ % 7%) enrolled in the American schools

earlier since they knew English before coming to the U.S. The other students had the

185 United States, Papers Relating to the Foreign Relations of the United States, Transmitted to
Congress, with the Annual Message of the President, December 1, 1873 .. (Washington: U.S. G.P.O.
Washington, 1873), 141-42.
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opportunity to enhance their language skills by staying with host families. These
students were supposed to attain the requisite proficiency to pursue their studies in
English within two years. Although some students reached the planned level sooner,

some students exceeded the planned level.

The CEM students lived with the host families in Connecticut and Massachusetts.
They lived in different districts in New England, but the main city was Hartford.
There were both private and public schools in which the CEM students had a chance
to enroll. The education of the city consisted of three levels: primary schools (with
four years of study), grammar (or middle) schools (with five years of study), and a
single citywide high school (with four years of study).'® While staying with their
host families, the students received instruction in grammar and various subjects. As a

result, their primary aim was to enroll in middle school instead of primary school.

The CEM students attended both private and public schools. The private institutions
they enrolled in were the Seaside Institute for Boys, the Gunnery, Wesleyan
Academy, Monson Academy, and the Springfield Collegiate Institute. Regarding
public schools West Middle Public School, The Wadsworth Street School also
recognized as South Public School in Hartford, the Hooker Street Grammar School
in Springfield, and the grammar school in Massachusetts were the schools CEM
students enrolled in. In 1874-1875, students began enrolling in high schools such as
Hartford Public High School, Hillhouse High School, and Hartford High School.
Except for three students who already knew English and started their education
earlier, 117 boys who entered secondary school after 1874, as Rhoads states there is
information about 97 of them. Around 69 students attended public grammar schools,
while 38 students attended private academies. 10 students attended both types of
schools. These CEM boys were distributed among thirteen different public grammar

schools and four private academies.*®’

In grammar schools, the typical curriculum included orthography, reading, writing,
English grammar, geography, arithmetic, algebra, and American history. However,

upon entering high school, they had to choose between two distinct courses of study:

186 Rhoads, Stepping Forth into the World, 89.
187 Ibid., 95.
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classical or English, and most of the students chose the classical study. The classical
curriculum, aimed to prepare students for traditional liberal arts colleges. It
emphasized Latin and Greek and spanning four years. Lectures included Latin
literature, Roman history, Greek literature and history, mathematics including

arithmetic and geometry, English and natural philosophy, and science.'®

The schools for CEM students were determined according to the host family, if they
were in an urban center that had a secondary school or in a rural area that had a
private academy, they would usually attend the nearby school. When CEM students
attended local schools, they stayed with their host families. However, those who had
to attend distant schools had to make their own arrangements for accommodation,
meals, and laundry services. These students often stayed in private homes, even if the

schools provided dormitories, as is the case with most academies. 1%

3.1.4.2. Surveillance of the CEM

Before and after traveling abroad, the Qing government issued repeated warnings to
the students that the primary goal of traveling abroad was to learn foreign skills and
not to disregard the rules of their own country. Therefore, they must study foreign
skills diligently and adhere to the rules as they cannot be adopted. CEM students are
required to adhere to certain regulations, which involve their Chinese studies such as
the Classic of Filial Piety, the Primary School!®, the Five Classics, and the Laws and
Regulations of the Kingdom and Dynasty. They are expected to listen to the Holy
Edict of Guangxun®®* (i) ill) weekly and to display respect towards the Qing
emperor through simultaneous bowing during a specific time. Additionally, they

were expected to preserve their queues (braids), observe the etiquette of respecting

188 Ibid., 103.

189 Ibid., 102.

190 In the Qing dynasty primary school (7)»%%) included books; "Three Virtues" (—4&), "Three
Elements"(=A1T), "Six Arts "(7NZ)) and " Six Etiquette " (751%) mentioned in "The Rites of Zhou”
(F4L)
191 X141/ Il consist of sixteen articles and considered a significant work in Chinese traditional
culture and Confucian thought, as it provides a comprehensive guide to ethical behaviour and social
order, aligning with the teachings of Confucius and Confucianism in general.
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Confucius, and perform the ritual bows of Confucius's tablet!®? (f#47).1%® The Qing
government established a bureau in the U.S. to regulate and monitor these practices

among the students.

The Chinese Educational Commission (CEC) was established by the Qing
government in America, known as either the Study Abroad Bureau (H VSNV JF) or
the Bureau of Study Abroad (¥ % = %5 J5). The main aim of the CEC was to
supervise the CEM students' education and development, preserving their Chinese
culture and etiquette through traditional teaching methods. Chinese studies at CEC
encompassed the traditional Chinese classics of Confucius, poetry, calligraphy, and
composition. The original CEC staff comprised a chief commissioner, an associate

commissioner, a translator, and two Chinese instructors.

Chinese Educational Commission building in Hartford had many classics and
historical books as well as books dedicated to Confucius. Students were required to
get the Chinese education which included both the language and the Confucian
education in the CEC. They not only studied Chinese education but also did the
traditional bow several times in the direction of the emperor's palace in Beijing to
express respect for the emperor.'® The Qing government heavily regulated the
education of young children, with specific rules in place to encourage the learning of
195

traditional Chinese culture. The notion of "Chinese essence and Western use

reveals the Qing government's attitude towards Western learning knowledge.

A group of young children attended a Chinese studies program organized by the
commission. Twelve children participated in the program at a time, with each session
lasting for fourteen days. When it ended, the current participants are replaced by a
new batch of twelve children. The program aimed to teach Chinese language

proficiency and, traditional Chinese education to these children every three months.

192 BIA37 is a wooden baseplate with the name of God or the deceased, set for worship

198 i Zhiming 22 &%, ““Yaozhe de chuangju—wanging liumei youtong de beiju mingyun K3THIE
25— 5 B 3L 4hZ 1) A4 i2 [Aborted pioneering work: The Tragic Fate of Young Children
Studying in America in the Late Qing Dynasty]”’, Tansuo yu zhengming 7 (2009): 73.

19 Thomas E. LaFargue, ‘Chinese Educational Commission to the United States: A Government
Experiment in Western Education’, The Far Eastern Quarterly 1,no. 1 (November 1941): 63.

195 Gao Zonglu 15555, Zhongguo liumei youtong shuxinji /7[5 7 45 1315 % A Collection of
Letters from Young Children in the United States, 78.
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For the Chinese studies at the commission as a boarding school, the young boys
followed a strict daily schedule. They attended classes three times a day, from 6 a.m.
to 9 p.m., with their only leisure time being in the late afternoon, lasting from 4 pm
until dinner at 6:30 pm. They went to bed at 10 p.m.'* In summary, to become a
valuable resource, one should study Western science and technology, relying on a
foundation of memorizing ancient texts, upholding traditional customs, and honoring

Confucian ethical principles.

Chinese Education gradually became a burden to the CEM students. According to
CEM student Rong Shanggian's (%% ##f) memories, students visited the "Chinese
Educational Commission" in Harford City during the summer holidays for Chinese
studies. The punishment for missing and ignoring the Chinese language teaching was
severe, children nicknamed the building of the Chinese Educational Commission

"The Hell House" (Mt &), 1%

What the Qing officials found most unacceptable was the change in young children's
thoughts and ideas. The learning environment for young children was heavily
regulated by the Qing government, with specific measures in place to encourage the
learning of traditional Chinese Education (7#'2#). Their aim was not only to acquire
the West's strengths to achieve favorable outcomes but also to preserve their own
identity and culture. Young individuals inevitably experience assimilation while
studying and living in the United States. Despite the Qing government's
implementation of multiple restrictive measures aimed at preventing this
phenomenon from happening. The rapid adaption to Western-style living of young
Chinese students was primarily manifested in their attire and appearance. When they
initially arrived in the United States, they wore lengthy robes and mandarin jackets.
Chen Lanbin found it unacceptable to discard the robes that signified Chinese

scholar-bureaucrats. Even though young children wanted to cut off their queues

196 Tan Shulin M #K, ““Ye tan wan Qing you tong liu mei jihua zhongtu yaozhe de yuanyin—yi Li
Hongzhang dui you tong liu mei jihua de taidu zhuan bianwei zhongxin % i & 4h 2 B 36+ kil hid
RAPT I JE PRl — DA 2R 5 06k 4 B B S 1R B A BE A8 o0 [Also talk about the reasons for the
abort of the young children’s plan to study in the United States in the late Qing Dynasty Centered
on the change of Li Hongzhang’’s attitude towards the young children’’s plan to study in the United
States]”’, Anhui shixue tongxun 5 (2009): 52.

197 Rhoads, Stepping Forth into the World, 85.
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(braids), the government firmly forbade them since queues symbolized loyalty to the
emperor and patriotism. 1% Due to the impact of the liberal surroundings, some
children removed their queues in the later period, resulting in the immediate
punishment of being expelled from CEM. Just Cai Tinggan (%%%L%¢) and Tang
Yuanzhan (J# JGit) were granted permission to cut their long queues because they
were working in the machinery industry and their queues posed danger in their

working environment.!%®

Although CEM students faced challenges with the pronunciation of their names, they
did not adopt Western names. Some of them used Western nicknames, but not as
official names. Lemuel Yung (also known as Rong Shangqin), Spencer Laishun
(known as Zeng Dugong), and Elijah Laisun (known as Zeng Pu) were exceptions

who got Western names mainly because of their family background.

The Chinese Educational Commission continued for nine years and was overseen by
one vice-commissioner and four regular commissioners: Chen Lanbin (% == #)
(1816 - 1895), Ou Shuliang (X% ), Rong Zengxiang (A E4¥), and Wu Jiashan
(=5%3) (1818—1885). Except for Rong Zengxiang, all three were Hanlin scholars
who received traditional Chinese education. The commissioners' exposure to
traditional culture caused them to be somewhat inflexible in their interactions with
students. The disparities in cultural values and educational philosophies between
Yung Wing and other commission members often resulted in disagreements, causing
a strained environment within the institution. In his autobiography, Yung Wing
mentioned that Wu Jiashan requested the termination of the CEM in November 1880.
Yung Wing also noted that Wu Jiashan and Chen Lanbin shared the same attitude
towards the CEM.?%

19 Under Manchu rule, the queue hairstyle was imposed on the Chinese as a sign of their submission
to the Manchus. In 1644, Dorgon (1612—1650) introduced the head-shaving policy. The Qing rulers
compelled people, particularly Han Chinese, to abandon their traditional hairstyles and adopt the
queue as a “measure of their loyalty to the Qing dynasty.” For details see; Cheng, Weikun. 1998.
“Politics of the Queue: Agitation and Resistance in the Beginning and End of Qing China.” In Hair:
Its Power and Meaning in Asian Cultures, edited by Albany Alif Hiltebeitel et al., 123—42. New York:
State University of New York Press.

199 Fargue, ‘China’s First Hundred.’, 91.

200 Twichell and Yung, ‘My Life in China and America’, 200-210.
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3.2. Ottoman Encounters with Western Education

Initially, the new style of education relied on foreign officers and teachers who were
experts in their respective fields. Later, the idea of sending Muslim Turks, who were
Ottoman citizens, abroad to improve themselves as experts and serve their country in
place of foreign experts emerged. The Ottoman Empire sent students in small groups,
rather than large groups, gradually over time.

For the first time, students were sent to Europe during the reign of Mahmut 1.2
During the Ottoman Empire's reform attempts, Mahmud II. planned to send around
150 students from the palace and Military Medical School (Tibbhane-i Amire) to
Europe in 1830/31. However, due to various reasons, he was unable to realize this
plan. In 1834, the sultan was able to send a few students selected from the military

engineering schools to Western countries for training in military sciences.?%

Although Sultan Mahmud II is often credited as the initiator of overseas education
initiatives in the Ottoman Empire, the foundation for such endeavors was established
earlier, during the reigns of Sultan Abdulhamid I (R. 1774-1789) and Selim III (R.
1789-1807).

During the reign of Sultan Abdiilhamid I, in 1784 Halil Hamit Pasha, the Grand
Vizier, negotiated with the French Ambassador of Istanbul, Choiseul-Gouffier, to
send 30 students to France for educational purposes.?® Although this diplomatic
effort was agreed upon, it was not accomplished. However, it signifies the early
interest of Ottoman authorities in the concept of overseas education. In this period a
significant modernization supporter Halil Hamid Pasha conducted research on
innovations and developments, particularly in the military sector. He brought many

technical experts and teachers from France. 2%

201 Kemal Hagim Karpat and Giines Ayas, Kisa Tiirkive tarihi, 1800-2012, 2.baski : Nisan 2013
(Istanbul: Timas istanbul, 2013), 31.

202 Selguk Aksin Somel and Osman Yener, Osmanli 'da egitimin modernlesmesi (1839-1908) :
Islamlasma otokrasi ve disiplin, 1.bask1 (Istanbul: iletisim Yayinlar1 Istanbul, 2010), 43.

208 Gengoglu, ‘Osmanli Devleti’nde Yurtdist Egitimin Onciileri (1830-1839)’, 7.

204 Beydilli, ‘Halil Hamid Pasa’, 316-318.
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During the reign of Sultan Selim III, the second significant attempt was made to
establish a school for Ottomans in Paris. Ebubekir Ratib Efendi was sent to Vienna as
an ambassador by Selim III in 1791.2% In his embassy reports, Ratib Effendi besides
discussing the military situation of the European states, also suggested establishing a
school for Ottoman subjects who were at the ages of 9-10 in Paris. Ebubekir Ratib
Efendi discussed this issue with Raimond Verninac, the Extraordinary Envoy of
France, in Istanbul while serving as the chief secretary. The curriculum was designed
to teach the French language initially, followed by specialized training in areas
deemed essential for the Ottoman state. Upon completion of the 10-year program,
students were expected to return to the empire equipped with the knowledge to
contribute to its modernization and reform efforts. Although this attempt did not
occur, Ebubekir Rétib Efendi made detailed explanations of the military schools he
visited abroad. He even introduced the equivalent words of the ranks of these foreign

military institutions. 2%

On the other hand, as he was prior to the educational and modernization reform
efforts of the Ottoman Empire, Kavalali Mehmed Ali Pasha, the governor of Egypt,
had been sending a significant number of students to Europe for professional training
since 1814.2%7 According to Adnan Sisman, pioneers of this policy include Nicola
Massabiki and Osman Nureddin, who were sent to Western countries. Massabiki was
a student of Syrian origin who was sent to Italy around 1815 to study printing. He
was one of the first examples of Ottoman students in Europe. Osman Nureddin is
known as one of the first students sent to France by Mehmed Ali Pasha in 1818. After
studying French, English and mathematics in Paris, Nureddin returned to Cairo and
held various important positions. These included positions such as navy commander,
French teacher, and director of the Bulak School and Library.?®® Mehmed Ali Pasha's
pioneering initiatives also had an impact on the situation of Ottoman students in

Western countries.

205 Bernard Lewis, The Emergence of Modern Turkey, 3rd ed, Studies in Middle Eastern History (New
York, N.Y.) (New York: Oxford University Press New York, 2002), 57.

206 Sema Arikan, ‘Ebiibekir Ratib Efendi’, in Tiirkiye Divanet Vakfi Islam Ansiklopedisi (Istanbul:
TDV Yayinlari, 1994), 277-78.

207 Somel and Yener, Osmanli 'da egitimin modernlesmesi (1839-1908) : Islamlasma otokrasi ve
disiplin, 43.

208 Sisman, ‘Osmanli Ogrencilerinin Paris’ te Tahsil Yaptiklar1 Misir Ve Ermeni Mektepleri’, 3.
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The practice of studying abroad officially started in 1830 when Hiisrev Pasha
initiated the sending of five students to Paris?®®. Only four students, Hiiseyin, Edhem,
Ahmed, and Abdiillatif, under the protection of Grand Vizier Hiisrev Pasha, were
sent to Paris in 1830. Despite being a former slave who received an education in
Enderun, Hiisrev Pasha did not have any children of his own. Instead, he purchased
many slaves and raised them in his mansion. He provided them with education
through private tutors, preparing them to serve in administrative and military
positions within the state according to their talents.?!’ He had an idea of sending his
students abroad for further education. After the idea of sending the children under
Hiisrev Pasha's protection was approved, he presented the students he selected to the
Sultan. These students were around ten to twelve years old.?!! The students were
Abiillatif, Hiiseyin, Ahmed, and Edhem. Mehmed Resid, also one of the young men
under Hiisrev Pasha's patronage, was sent by Hiisrev Pasha to Paris in 1832 two

years later than the first four students.?*2

The departure date of the first Ottoman students sent abroad for education has been
subject to debate. Although the fkddm newspaper dated April 10, 1914, featured a
headline “The first Ottoman students sent to Europe for education” beneath pictures,
indicating their departure date as 1827. Sigsman indicates that the archival documents
reveal otherwise. According to these documents, on December 14, 1830, an amount
of 10,000 francs was allocated for travel expenses for these students to go as far as
France. 213 Both Ottoman state and local documents confirm that the departure
occurred in 1830. Therefore, it is widely accepted that the departure date was

1830.214

When the Ottoman students arrived in Paris, they learned the language at the

Institution Barbet, which was a boarding school. Following the departure of the

205 Gengoglu states that according to Mahmud Cevad, Sultan Mahmud II sent 150 students. However,
Gengoglu states that there is no such evidence-based archival document. See for details, Gengoglu,
‘Osmanlt Devleti’nce Bati’ya Egitim Amactyla Gonderilenler (1830-1908) -Bir Grup Biyografisi
Aragtirmast’, 20-21.

210 Halil Inalcik, ‘Hiisrev Pasa, Koca’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi (istanbul: TDV
Yaymlari, 1999), 41-45.

211 Erol, ‘Istanbul’dan Paris’e Ilk Talebe-i Osmaniyeden Edhem Efendi’, 57.

212 Ekmeleddin Thsanoglu, ‘Osmanli Egitim ve Bilim Miiesseseleri’, in Osmanli Devleti ve Medeniyeti
Tarihi, vol. 2, 1998, 295-96.

213 Sisman, Tanzimat déneminde Fransa'ya gonderilen Osmanl 6grencileri, (1839-1876), 5.

214 Brol, ‘Istanbul’dan Paris’e ilk Talebe-i Osmaniyeden Edhem Efendi’, 59.
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initial group of four students whose expenses were covered by Hiisrev Pasha, more
students were sent with their expenses covered by the Ottoman Empire. In this
situation, while Edhem Efendi was at the Mining School, Hiisrev Pasha requested
that the expenses of his three students studying in Paris (namely Edhem, Ahmed and
Abdiillatif) should henceforth be covered by the treasury.?'®

Abiillatif and Hiiseyin completed their studies in 1838 and returned. The other three
students, Ahmed, Edhem, and Mehmet Resid, continued their education on Ottoman
government scholarships. Hiiseyin, Mehmet Resid, and Abiillatif rose to important
positions in the army, achieving significant positions. Ahmed, who was a student at
the naval school, was assigned to a French warship and died in America.?!® Edhem
(1818-1893) graduated from the Institution Barbet in 1835 and the Higher Mining
School in 1839. After serving in various government positions, eventually rose to
become the Grand Vizier (Prime Minister) during the reign of Sultan Abdulhamid.
Osman Hamdi and Halil Edhem (Eldem), two of Edhem Efendi's sons, also studied
abroad, following in their father's footsteps. Osman Hamdi, like his father, received

his education at Institution Barbet.?!’

On June 15, 1832, Hiisrev Pasa wrote a letter addressed to his students Edhem,
Abdiillatif, Ahmed, Hiiseyin, and Mehmed Resid. In this letter, Hiisrev Pasa

conveyed the following message to his students:

“My children, I think you will be pleased to hear from me and heed my advice.
When I chose you among all the young people I raised before my eyes to study in
France, I entrusted to you all the hopes of educating the Muslim youth. Our
statesmen will look at you and decide whether they will follow my example and
entrust the future of their children to the science of Europe. You will be models. It
is difficult; but it is an honorable duty. You are the children of a nation that has
decided to be a part of Europe's technique and art. "You must break their
prejudices about us by showing them (Europe) how intelligent and talented our
nation is."*®

215 [hid., 63.

218 Sisman, Tanzimat doneminde Fransa'yva génderilen Osmanli dgrencileri, (1839-1876), 6.

217 Mahir Aydin, ‘Edhem Pasa, Ibrahim’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi (Istanbul: TDV
Yayinlari, 1994), 418-20.

218 Brol, ‘Istanbul’dan Paris’e ilk Talebe-i Osmaniyeden Edhem Efendi’, 61.
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This letter reflects Hiisrev Pasa's aspirations for his students to excel in their
education in France and to serve as ambassadors of Turkish intellect and talent in

Europe, thereby challenging existing stereotypes and prejudices.

For the following years, more students were sent by the Ottoman government to
abroad. In 1835, sixteen students from engineering schools were sent to London, and
four students from the Military Academy were sent to Vienna. Upon their return, they
participated in organizing the curriculum of the Engineering Schools
(Miihendishane), School of Medicine (Mekteb-1 Tibbiye), as well as the opening of
military high schools (Idadi). They also taught in these schools while fulfilling their
duties in the army.?!® the Ottoman government's initiative to send students abroad in
1835 significantly modernized its educational and military institutions by

incorporating advanced Western knowledge and practices upon their return.

Besides military training, students were sent abroad for other educational purposes.

For example, students in the field of agriculture began to be sent abroad.??°

The Ottoman Empire also sent state officials to the West to further their education.
For instance, in 1835, officer Bekir Bey, son of Engineering Department teacher Haci
Omer Efendi, and the governor of the fortification district (istihkam kaymakami)
were sent to London with other ten students to get an education.??! It is evident that
the Ottomans sought to have their personnel and officials acquire Western experience
and improve their skills. While the dispatch of officials abroad did not necessitate
extensive management, the arrangement of younger students for overseas study
represented a more complex and significant undertaking. It was of the utmost
importance that these young students were properly arranged and supported in order

for them to be able to succeed in their educational endeavors.

Studying abroad was an important means for the state to train the technical staff

needed for military, educational, political, and economic development. The main aim

219 Aynur Erdogan Coskun, Yurt Digt Egitimliler ve Mektepliler’, in OSMANLI MEKTEPLERI (Bir
Modernlesme Cabasi Olarak Osmanli Egitiminde Yeni Arayislar) (Istanbul: Degerler Egitimi
Merkezi, 2021), 33.

220 BOA. HR. TO. nr. 407/42 mentioned in Ibid., 35.

221 Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Génderilmesi’, 21.
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of the study abroad was to provide qualified Ottoman staff for modern schools and
government offices, with the expectation that it would eliminate the need for foreign
employment. To avoid foreign employment, sending students was a beneficial

alternative, although it was quite costly.

3.2.1. Ottoman Students Abroad

The students were sent primarily to European capitals such as Paris, London, Vienna,
and Berlin to study various disciplines including law, political science, engineering,
medicine, and military tactics. It was intended to introduce them to Western
institutions, and technologies, which were perceived as essential for the survival of
the empire in an increasingly interconnected world. It was believed that the
knowledge and skills acquired by these students would enable them to contribute
effectively to the Ottoman state upon their return. Their experiences abroad also
broadened their perspectives and sometimes paved the way for significant reforms
when they returned home. Many of them played crucial roles in the modernization
efforts of the Ottoman state, contributing to the implementation of reforms such as

the Tanzimat Edict and the later efforts of the Young Ottomans.

The Ottoman embassies were responsible for providing students with the necessary
support for their welfare and security, as well as their education. This included
assistance with health, accommodation, and emergencies.??? The expenses of the
students were covered by the Ottoman government via embassies.??® In addition to
the significance of embassies for the administration and coordination of student
placements, it is crucial to assess the countries to which students were sent and the

number of students sent to each country.

Gengoglu states that between 1830 and 1908, a total of 906 students were sent to

Western countries.??* Most of the students were sent to Paris. This was both because

22For details on the relevant archival documents list see Erdogan, ‘Tiirkiye’de Yurtdisma Ogrenci
Gonderme Olgusunun Sosyolojik Coziimlemesi’, 111, footnote 35.

223 Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Génderilmesi’, 34-35.

224 Gengoglu, ‘Osmanli Devleti’nce Bati’ya Egitim Amactyla Gonderilenler (1830-1908) -Bir Grup
Biyografisi Arastirmasi’, 26.
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of the relationship between the Ottomans and France as well as French modern
school qualities. Paris was one of the cultural and intellectual centers of Europe at the
time, providing the Ottoman Empire's students with the opportunity to closely
witness the modern world and Western technology. The surveillance of these students
during their time abroad was also a significant aspect of their educational journey,
ensuring that they adhered to their intended studies and represented the Ottoman

Empire appropriately.

Gengoglu also states that between 1830 and 1908, 392 of a total of 906 students
birthplaces identified. Among these 392 students, 245 were born in Istanbul, while
the remaining 147 were born in various cities, with 84 being born abroad. This
information suggests that the students sent abroad were likely situated in cities where
foreign populations were active and diverse cultures were observable, potentially

positively impacting their social lives during their stays in Western countries.

Alongside their regions of birth, the social class to which the sent students belonged
is also crucial. This becomes clearer by understanding their families and fathers'
occupations. Gengoglu provides essential information in this regard, noting that the
occupations and statuses of 218 students' fathers could be determined. Among them,
there were 66 students whose fathers or close relatives were pashas, and an
additional 7 students were under the patronage of a pasha. Apart from 2 farmers, 7
merchants, and 1 neighborhood imam (prayer leader), all the others were comprised
of upper and middle-ranking military and civil state officials, as well as

professionals.??°

3.2.1.1. Mekteb-i Osmani and Talebe-i Osmani

Upon their arrival in Paris, the Ottoman students were not adequately prepared to
begin their studies in French schools. Due to the lack of educational institutions in
the Ottoman Empire, the students did not receive the necessary preparation. In

contrast to China's approach of placing students with native families, the Ottoman

225 1hid., 26-27.
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Empire established a school in Paris known as Mekteb-i Osmani in 1857. This
institution served as a preparatory school for Ottoman students, with a three-year

education period.

The main aim of Mekteb-i Osmani was to prepare Ottoman students for higher
education in renowned French institutions, such as Ecole Etat-Major, Faculté¢ de
Droit, Lycée Louis le Grand, Faculté de Médicine, and Ecole Militaire de St. Cyr.??®
To achieve this, Mekteb-i Osmani aimed to give subjects such as French language,

history, geography, mathematics, and sciences.??’

Before the foundation of Mekteb-i Osmani in Paris in 1857, Ottoman students
received preparatory education from various schools in the city, as it was generally
not possible for them to attend French schools due to their inadequate prior
education. The Mekteb-1 Harbiye played a crucial role as a military school in the
Ottoman Empire, training officers. Graduates of the Mekteb-1 Harbiye were often
sent to Paris for further education; however, they were not directly accepted into
Parisian military academies. Instead, they had to receive additional language and

preparatory training before pursuing advanced studies.

For this purpose, Ottoman students attended preparatory schools the Ecole
Egyptienne de Paris (Paris Egyptian School), and the Ecole Militaire Egyptienne
(Egyptian Military School) established by the Egyptians. This preliminary process
helped the students develop their academic and military abilities as well as language
abilities. The Ecole Egyptienne de Paris, also known as the Paris Egyptian School,
was established in 1826 by the Egyptian governor Mehmet Ali Pasha. The school
operated until 1835. In 1844, the Egyptian Military School was founded with a
similar objective. Its purpose was to provide education to students sent from Egypt.

The school also provided education to students sent from the Ottoman Empire prior

228 For example, after completing preparatory education at the Mekteb-i Osmani, military students
Mustafa, Kadri, and Esref successfully passed the examination and were accepted into the French
military academy in 1864. See Erdogan, ‘Tiirkiye’de Yurtdisina Ogrenci Génderme Olgusunun
Sosyolojik Coziimlemesi’, 89. BOA. AAMKT.MHM. nr. 290/36.

221 BOA.HR.TO. nr. 72/4 mentioned in Erdogan Cogskun, ‘Yurt Dig1 Egitimliler ve Mektepliler’, 37.
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to the establishment of Mekteb-i Osmani. In 1848, four Ottoman students enrolled in

the Egyptian Military School.??®

By 1857, the Ottoman Empire faced several challenges, including the growing
number of students and their dispersed presence across various schools, which made
it difficult to maintain control. Thus, a proposal was made to establish a military
preparatory school in Paris where all Turkish students could gather. A commission
was formed to oversee Ottoman students in France, led by Mehmed Cemil Bey

(Pasha), the son of Mustafa Resid Pasha, who served as the ambassador to Paris.

The commission administered a series of exams to assess the students’ educational
levels. However, the examination results were not as expected. Many young students,
while in Paris, were unable to progress beyond basic arithmetic and the simplest
concepts of geography and history. Although they spoke French with ease, it was
discovered that they had weaknesses in spelling and grammar. As a result, the
commission decided to open a study center following the French educational system.
For this purpose, Army Major (Binbasi) Ali Nizami Bey, who had previously
received military training in Vienna and knew French, was appointed as the director
of Mekteb-1 Osmani. This appointment marked a significant step towards improving
the education of Turkish students and ensuring their academic success and

supervision.

Several decisions have been made regarding the Mekteb-1 Osmani. These decisions
included gathering students at this center, having the director reside in the same
building as the students, setting the maximum age for enrollment at seventeen, and
determining the suitability of prospective students through an exam to be held in

Istanbul.

A commission consisting of six members was established to regulate and supervise
the school's activities.??® The students at the school were divided into two categories:

internal and external. Internal students were those who received boarding education

228 Sisman, ‘Osmanli Ogrencilerinin Paris’te Tahsil Yaptiklar1 Misir Ve Ermeni Mektepleri’, 4.
229 For the members and their duties see Sisman, Tanzimat déneminde Fransa'ya génderilen Osmanl
ogrencileri, (1839-1876), 27.
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at Mekteb-i Osmani. External students included those who boarded at another French
school or those who studied elsewhere while living outside. The functioning of
Mekteb-i Osmani and the expectations for its students were clearly defined. There

were several regulations about the students and the teachers.?*

The school had notable figures such as Army Major Ali Nizami Bey, a distinguished
graduate of the Harbiye Military Academy, who served as the director until 1863,
followed by Army Major Ahmed Esad Efendi (Pasha), a Mektebi Harbiye graduate,
also held the esteemed position of grand vizier.?*! Hoca Tahsin Efendi and Selim
Sabit Efendi were noteworthy educators who taught Turkish language and religious

studies. The school also employed several French teachers to provide instruction.?32

Teachers at Mekteb-i Osman, including Tahsin, Kerim, and Selim Sabit Efendi, not
only taught students academic knowledge but also instilled in them national and
religious values. They set an example for their students and encouraged adherence to
these values with the duty of "preserving the moral values of the nation and the

manners and etiquette of Islam".23

The importance of Hoca Tahsin, Selim Sabit was their mission to attend mathematics
and natural sciences courses at Paris universities and conduct preliminary research
for Dariilfiinun (the first Ottoman University), which was to be opened in the
Ottoman Empire.?®* They were supposed to be educated to become the teachers of

Darulfiinun.

Selim Sabit Efendi, who was educated at the Darulmuallim (Teacher's School) in
1854 and received the first graduation certificate of this institution. At the age of

twenty-seven, Selim Sabit Efendi was entrusted with a pivotal mission by the Sultan

230 For the refulations see Sisman, Tanzimat doneminde Fransa’ya gonderilen Osmanh égrencileri,
(1839-1876), 30-32.

231 Ali [hsan Gencer, ‘Ahmed Esad Pasa’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi (Istanbul:
TDV Yayinlari, 1989), 64.

232 For the list of French teachers see Sisman, ‘Mekteb-i Osmani (1857-1864), 94-99.

233 For more details on their dispatch to Mekteb-i Osmani with the intention to preserve students’
national values and Islamic manners along with receiving training as teachers see, Gengoglu,
‘Osmanl1 Devleti’nce Bati’ya Egitim Amaciyla Gonderilenler (1830-1908) -Bir Grup Biyografisi
Arastirmast’, 66, footnote 1.

234 Erdogan Cogkun, ‘Yurt Dis1 Egitimliler ve Mektepliler’, 37.
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himself. Upon his return to Istanbul in 1861, he made significant contributions to the
field of education and emerged as one of the prominent educators of the era. Selim
Sabit Efendi authored textbooks on History, Geography, Mathematics, and Hendese.
His most renowned work, Rehniima-i Muallimin (Guidance for the Teachers), is
considered the first pedagogy book written in Turkey. This book was used as a
textbook in teacher training schools for a long time, and Selim Sabit Efendi left an
important mark in the history of Turkish education with his contributions to the
field.Z*® Selim Sabit Efendi not only pursued his own studies but also undertook the
noble task of teaching the Turkish language at both the Mekteb-i Osmani and
Muradyan Schools.

Apart from Selim Sabit Efendi, in 1857 Hoca Tahsin Efendi was also sent to Paris to
teach at Mekteb-i Osmani and to be trained to be a teacher at Dariilfliiniin
(University). During his time in Paris, he received training in various fields and
assumed duties in those fields. For instance, he took courses in Physics and
Chemistry at the Collége de France.?*® The primary aim of sending Hoca Tahsin was
to enhance the Ottoman students’ knowledge of Arabic and Persian languages, as
well as religious knowledge, while simultaneously providing Turkish language

instruction to non-Muslim students there.2®’

In Mekteb-i Osmani, students underwent a structured educational program spanning
over three years. In the preparatory year, which could be likened to a preparatory
class, the curriculum predominantly focused on French, alongside the fundamental
concepts of history, geography, technical subjects, and arithmetic. As students
progressed to the second and third years, they were divided into military and civilian
branches. In the second and third years, both branches shared common subjects such
as French, history, geography, physics, and chemistry. However, there were
differences in the allocation of hours for specific subjects between the military and

civilian branches.?38

235 Cemil Orztiirk, ‘Selim Sabit Efendi’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi (Istanbul: TDV
Yayinlari, 2009), 429-30.

236 Sisman, ‘Osmanli Ogrencilerinin Paris’ Te Tahsil Yaptiklart Misir Ve Ermeni Mektepleri’, 8.

237 Omer Faruk Akiin, ‘Hoca Tahsin’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi (Istanbul: TDV
Yayinlari, 1998), 205.

238 Sisman, ‘Mekteb-i Osmani (1857-1864)°, 101.
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As military students were considered representatives of the Ottoman Empire in
Europe, it was important to maintain a certain level of appearance and lifestyle,
which required significant expenses. This situation highlights the significance that
the Ottoman Empire placed on its military personnel who received training abroad
and how these individuals represented the Ottoman image. Preserving the living
standards and identities of these students may have been viewed as a crucial strategic
element in the state's foreign relations. On the other hand, the expenses of these
military students were much higher than those of other students. The cost of
supporting four military students was much greater than that of supporting twenty
vocational students.?®® The majority of the funds were allocated to the purchase of

clothing.

Despite all efforts, the Mekteb-1 Osmani faced challenges, including disciplinary
issues and academic difficulties among students. Due to the perception that similar
quality education could be obtained within the Ottoman Empire and the rising costs,
the school was closed in 1864. 242 Mekteb-i Osmani was the first and the only school
that the Ottoman Empire opened abroad.?** On May 14, 1864, the school director,
Ahmed Esad Bey, submitted a report outlining the situation of the school and the
issues arising from the growing number of students. The report was discussed in the
Military Council (Dar-1 Sara-y1 Askeri), which concluded that since comparable
quality education was available in Istanbul's schools, this particular school was
unnecessary. Furthermore, it was considered advantageous for graduates of military,
medical, and civil service schools to receive further education in the West to enhance
their knowledge and experience. After receiving approval from the Sultan, the school

was closed, and the existing students were transferred to various schools in Paris.?*?

The decision to abolish the Mekteb-1 Osmani was taken in 1864. The building of the
Mekteb-1 Osmani was disposed of towards the middle of 1869, and the students
staying there were distributed to different boarding houses.?*® In March 1869, it was

suggested that students in Paris who were close to completing their education should

239 Erdogan Cogkun, ‘Yurt Dis1 Egitimliler ve Mektepliler’, 36.

240 K pse, “Mekteb-i Osmani’, 242.

241 Sisman, Tanzimat déneminde Fransa'ya gonderilen Osmanl égrencileri, (1839-1876), 56.
242 K pse, “Mekteb-i Osmani’, 241-42.

243 Sisman, ‘Mekteb-i Osmani (1857-1864), 118.
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remain there, while the others should return to Istanbul and enroll in Galatasaray

Mekteb-i Sultanisi.?*

After Mekteb-1 Osmani was dismissed, there was a need to disperse its students and
supervise those continuing their education in France and Belgium. To address this,
the Directorate of Talebe-i Osmaniyye (Direction des Eléves Ottomans) was
established in 1864. On 30th June 1875, the Directorate of Ottoman Students came to
an end with the recall of students from France and Belgium. This was not the first
nor the last occasion on which students were recalled. In addition to political and
military considerations, the fact that the students sent abroad exhibited oppositional
attitudes and perceived Westernization as the primary means of advancement led the

Ottoman government to recall students.

By August 1895, concerns were raised over the lack of success among students who
were sent to Europe. This was attributed to various reasons, including moral
degradation and wastage of expenses.?*® The cessation of foreign education during
this period was primarily attributed to moral corruption, which was viewed as
disobedience and opposition to Sultan Abdiilhamid II. The Young Turks were the
main reason for this viewpoint. However, scholarships for students were reinstated
by 1897.2% As a consequence of the difficulties encountered, the Ottoman
government enacted a series of regulations about the dispatch of scholarship students

abroad.

The regulations for civilian students, drawn up in 1894, stipulated that those who
received state scholarships should not be younger than 20.24” The regulation prepared
by the Council of Education (Maarif Meclisi) in 1894 emphasized the importance of
the educational background of students who were to be sent to Europe. For students
intending to study political sciences and law, graduation from institutions such as the

School of Civil Administration (Mekteb-i Miilkiye) or the School of Law and

24 Sisman, Tanzimat doneminde Fransa'ya gonderilen Osmanl 6grencileri, (1839-1876), 56.

245 Brdogan notes that one of the main reasons for students' recall as stated in the special “irade”
included students’ failure to maintain their morals, not complying with religious decrees and Islamic
etiquette, and their social life there. See BOA. .HUS. nr. 46/1313L/55, referred to in Erdogan, ‘Yurt
Dis1 Egitim ve Tiirk Modernlesmesi’, 144.

248 Gengoglu, ‘Osmanli Devleti’nce Bati’ya Egitim Amactyla Gonderilenler (1830-1908) -Bir Grup
Biyografisi Arastirmasi’, 69.

247 Tbid., 85.
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Galatasaray Sultani was required. For students in other scientific and industrial
fields, graduation from schools designated by the state was mandatory. 2*® This
regulation aimed to determine the educational levels and fields of students to be sent

to Europe.

By these regulations, the selection process for students requires several criteria.
Firstly, the student must be a subject of the Ottoman Empire. Secondly, they must be
between the ages of 20 and 26. Thirdly, they must not have any illness that would
hinder their education or service to the state. Fourthly, they must not have been
convicted of any crime or have a reputation for misconduct. Proficiency in Turkish
and, where possible, French was required. Students would receive a monthly salary
for living expenses and a travel allowance based on the distance of their destination.
After completing their education, the student will be obliged to accept a state-offered
service for not less than ten years upon their return to their homeland. The ministers
and heads of the departments responsible for sending the students were ultimately

accountable for executing these regulations.?*°

Students were continuously encouraged to focus on their studies and adhere to
Islamic customs. They were also advised to refrain from political activities and
behaviors that could damage the dignity and honor of the Ottoman Empire. The
directorate closely monitors the discipline and academic performance of the students
through monthly reports and takes necessary measures accordingly. Mehmed Feridun
Bey held the position of Minister of the Ottoman Students in Paris until the middle of
1901. He was deported by French Prime Minister René¢ Waldeck-Rousseau on

charges of espionage.?*°

28 [id., 59.

29 [id.. 60.

250 Muhammet Balli, ‘Bir Osmanli Diplomati: Mehmed Feridun Bey (1847-1903)’, History Studies
International Journal of History 6, no. 13 (2021): 1742-43.
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3.2.1.2. Non-Muslim Ottoman Students

The Ottoman Empire sent students from both Muslim and non-Muslim backgrounds.
In addition, non-Muslim students also came to Paris to study by paying their own
educational expenses. In 1852, seven Ottoman students of Armenian origin were sent
to Paris for education by Cezayirlioglu Migirdi¢. One of the seven students returned
home shortly after they arrived in Paris in 1852. From 1853 onwards, some of these
students had their tuition fees covered by either their siblings or the Ottoman
treasury. However, two students were recalled due to their lack of effort in their
studies. The remaining students attended prestigious institutions such as the Ecole
Centrale des Arts et Manufactures in Paris, the Ecole Supérieure du Commerce, and
the Académie Impériale de Médecine. They completed their studies within one to one

and a half years and returned home.?%

1856 Islahat Fermani (Reform Edict) in the Ottoman Empire, opened state offices
and schools to Christian subjects. During this period, expenses for the education of
the study-abroad students were covered either by the government or parents. Within
the Ottoman Empire's efforts towards modernization, the proportion of non-Muslim
students sent abroad varied significantly. During the reign of Mahmud II, non-
Muslims constituted approximately 20% of all students sent abroad, a figure that
increased to 25% during the Tanzimat period. However, this percentage decreased to
8% during the reign of Abdulhamid 11?°2. Furthermore, two students were under
private sponsorship. One initially pursued law studies in Paris before transitioning to
art at Ecole de Beaux-Arts, while the other began studies at Ecole Militaire de Saint-
Cyr in 1865, funded by the Ottoman government.”> The education received by non-
Muslim students abroad played a crucial role in introducing Western influences and

directing modernization efforts within Ottoman society.

In the mid-19th century, the Armenian community of the Ottoman Empire faced a

growing concern about the preservation of their cultural, linguistic, and religious

21 Sisman, Tanzimat déneminde Fransa'ya gonderilen Osmanl égrencileri, (1839-1876), 18.

252 Gengoglu, ‘Osmanh Devleti’nce Bati’ya Egitim Amaciyla Goénderilenler (1830-1908) -Bir Grup
Biyografisi Arastirmasi1’, 49-55.

253 Sisman, Tanzimat déneminde Fransa'ya gonderilen Osmanl égrencileri, (1839-1876), 20-24.
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identity, particularly among the Armenian youth who were sent to study abroad,
notably in Paris. As the number of Armenian students in Paris increased, so did the
apprehension among the Armenian diaspora regarding the potential assimilation of
their children into Western culture. In response to these concerns, the Armenian
community appealed to the Ottoman state to establish a school specifically for
Armenian children in Paris. Apart from Mekteb-i Osmani, in Paris, upon the request
of the Armenian community the Ottoman Empire founded a school for Armenian
students. This school was known as Mekteb-1 Muradyan or Ecole Arménienne

Mouradian (Armenian Muradyan School) in 1857.

The expenses of the school were covered by the Armenian community, but they
requested patronage from the Ottoman embassy in Paris. Additionally, the Ottoman
Ministry of Education determined the curriculum and books used by the school.
However, despite the presence of the Armenian school, several non-Muslim students
were also being sent to Mekteb-i Osmani in Paris.?>* Furthermore, Armenians
insisted on the presence of religious figures to ensure the continuity of Armenian
religious practices and education for their children abroad. Thus, the Ottoman state
was implored to dispatch priests to Paris not only to oversee the spiritual needs of the
Armenian school but also to cater to other non-Muslim students sent from the
Ottoman Empire. In response to these requests, the Ottoman government dispatched
Priest Ohanes Hiinkarbeyendiyan to Paris in 1863. Priest Ohanes
Hiinkarbeyendiyan's presence in Paris symbolized the Ottoman Empire's
commitment to preserving the cultural and religious identities of its diverse

communities, even in foreign lands.?*®

2% BOA I.HR. nr. 211/12192 mentioned in Erdogan Coskun, ‘Yurt Dis1 Egitimliler ve Mektepliler’,
37.
255 Sisman, ‘Osmanli Ogrencilerinin Paris’te Tahsil Yaptiklar1 Misir Ve Ermeni Mektepleri’, 6-7.
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3.3. Conclusion

China and the Ottoman Empire both undertook similar modernization efforts by
sending students abroad for Western education, yet they experienced notable

differences in their approaches and implementations.

Although China officially did not specify a particular class or ethnicity for student
selection, all 120 students selected were Han Chinese. The Ottoman Empire, on the
other hand, did not differentiate based on ethnicity and included both Muslim and

non-Muslim students in their programs.

There were also differences in the age and educational level of the students sent
abroad. China selected children aged 12 to 15 for a 15-year education, while the
Ottoman Empire sent students in their twenties who had completed a certain level of
education in modern institutions. Although there were exceptions, the younger

students sent by the Ottoman Empire were relatively few.

Preparation for studying abroad also differed. Chinese students received language
training and other preparatory education in newly established schools in China before
traveling to America. When they arrived in America, host families were arranged to
help them develop language proficiency. The Ottoman Empire had no such
preparatory schools so they had problems attending foreign schools. In the case of
France, many students initially attended Egyptian schools in Paris for preparation,

with the establishment of Mekteb-1 Osmani they got an education in this school.

The living arrangements of students overseas showed further differences. Chinese
students lived with host families to enhance their language skills and social
integration, thereby avoiding the issues that might arise from living together in
groups. Ottoman students, however, did not live with host families. Initially, they
lived scattered across pensions, hostels, and other accommodations. In France,
during the existence of Mekteb-i Osmani, they lived together in the school building,
which negatively impacted their language acquisition as they tended to speak their

native language among themselves.
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Both empires imposed specific regulations on their students and maintained
oversight. The Ottoman Empire monitored its students through institutions such as
the Mekteb-1 Osmani, Talebe-i Osmani, and embassies, while China relied on reports
from host families and the Chinese Educational Commission. To prevent
assimilation, China mandated the continuation of Chinese studies, including
Confucian education, whereas the Ottoman Empire sent teachers abroad to provide

instruction in Turkish and Islam.

This comparison highlights the similarities and differences in how China and the
Ottoman Empire approached Western education for their students. Both empires
made significant strides in their modernization efforts, yet they adopted distinct paths

in terms of implementation and the profile of the students they sent abroad.

While both empires embarked on modernization efforts in response to Western
influence, differences in ethnic identity, educational structures, and overseas
experiences determined the outcomes of these processes. Ultimately, these
modernization journeys serve as significant examples for understanding how each
state aligned its responses to the demands of the modern world with its societal and

cultural frameworks.
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CHAPTER 1V

RETURNING HOME

In the previous chapter, we examined the experiences and challenges faced by
students sent from the Ottoman and Chinese Empires to the West for education. This
chapter shifts the focus to their return journeys, exploring the impact of their return

and their subsequent roles within their societies.

4.1. Return and Disappointment of CEM Students

After completing high school in the United States, CEM students found themselves
unable to enroll in the U.S. Military and the Naval Academies as initially promised,
drastically deviating from Li Hongzhang's original study abroad plan.?*® In 1878,
when some Chinese students graduated from American high schools, Yung Wing sent
a letter to the U.S. State Department requesting permission for some students to
attend military academies such as the Military Academy at West Point and the Naval
Academy in Annapolis. In response to Yung Wing's request, as he stated in his
autobiography the U.S. State Department used highly derogatory language and
outrightly denied it, claiming that no accommodation was available for Chinese
students.?®” The U.S. government's breaking of its promise made Li Hongzhang
extremely unhappy and undoubtedly cast a shadow over the educational plan for
young children studying in the United States. Yung Wing informed Li Hongzhang
about the refusal of Chinese students. Li Hongzhang considered this refusal a breach
of the Burlingame Treaty of 1868. Since he intended to have these students receive
military education in America, this situation played a crucial role in the withdrawal

of the Chinese Educational Mission. China terminated the CEM and recalled the

2% “Tongzhi Shi Nian Qiyue Shijiu Ri Daxueshi Liang Jiang Zongjian Zeng Guofan Deng Zou [+
FEH T UH RZE L RTLSE Y 1 3% 22 [Memorial to the Governor of Liangjiang, Zeng Guofan,
and Others on July 19, the 10th Year of Tongzhi]’, in Yangwu Yundong 7# 751 ) [Self-Strengthening
Movement], vol. 2 (Shanghai: Shanghai renmin chubanshe, 1973), 155.

27 Twichell and Yung, ‘My Life in China and America’, 207.
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students to their home country after multiple unsuccessful requests to military

academies spanning three years.

In addition to being rejected by military academies, ignoring Chinese studies and
adopting the Western culture, students' inclination towards Christianity was also
influential in the termination of the program. Besides the reports of the
commissioners, the letters of the students illustrated CEM students’ tendency to
Christianity. They were already attending churches with their host families. However,
according to the Chinese Education Commission rules, host families were not
allowed to take the students to Churches and to proselytize.?*® Converting to
Christianity was seen as a great problem by the Qing government. On 17th
December 1880, Li Wenbin (Z=3#), the supervisory censor of Jiangnan Province,
submitted a report to the court, citing concerns about young children converting
Christian. He argued for the abolition of the Chinese Educational Commission and
the withdrawal of young children studying in the United States, stating that students

studying abroad were not permitted to become Christian.?>®

On the other hand, the American anti-Chinese movement, known Chinese Exclusion
Act, played a pivotal role in shaping the experience of Chinese students in the United
States. When the Qing government contemplated the discontinuation of sending
students abroad, the anti-Chinese sentiment in the United States reached a new level.
The anti-Chinese sentiment in the United States during the late 19th century was
driven by economic competition, racial prejudice, and political movements, leading
to the passage of the Chinese Exclusion Act in 1882. Chinese immigrants, including
students, faced hostility and discrimination, making the U.S. an increasingly
inhospitable environment. This atmosphere influenced the Qing government's
decision to reconsider sending students abroad. In response, Chen Lanbin and Yung
Wing, who were serving as ministers to the United States and Japan, protested with
the U.S. State Department. Regrettably, the U.S. government and Congress not only
disregarded these protests but also enacted the Chinese Exclusion Act, which

prohibited Chinese immigration to the United States.?®°

258 Rhoads, Stepping Forth into the World, 151.
29 Tan, “ye tan wan Qing you tong liu mei jihua zhongtu yaozhe de yuanyin”, 55
260 1i, “Yaozhe de chuangju”, 73.
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Although young children resided with unfamiliar local families, these families not
only took care of their daily needs but also played a vital role in helping them
integrate into American life. Even after the international students returned to China,
their connection with their host families remained intact, and their friendship was not
weakened by distance or time, as evidenced by the letters exchanged between them.
The young children were active in various sporting activities in the United States.
They participated in games such as baseball, football which are not known in China
at that time. Outstanding individuals emerged such as Liang Dunyan () a

famous pitcher for the Yale University baseball team, and Zhong Wenyao (%1 3CHE)

was the coxswain of the Yale University rowing team.?%!

The assimilation of the CEM students caused dissatisfaction among the Qing
officials. Supervisor Chen Lanbin experienced conflicts with students over matters,
including their fees during school or holidays, and their accommodation with
women. Other issues arose around students praying, attending church services on
Sundays, and taking part in sports and modifications on weekdays. Whenever Chen
Lanbin disagreed with a CEM student, Yung Wing was obliged to intervene. He
portrayed Chen Lanbin as someone who firmly believed that he had received an
unadulterated and impeccable Chinese education but had been somewhat corrupted
since arriving in the United States and encountering foreign education. Chinese
language teacher Rong Zengxiang (%1% #£) reported to Li Hongzhang that Yung
Wing had no intention of promoting Chinese studies among his students and instead
actively encouraged them to abandon it.?%? Despite this, the young students displayed
a strong inclination towards Westernization in their preference for Western learning
over Chinese studies. Chinese children's immersion in American culture presents a
growing obstacle to their acquisition of proficiency in Chinese subjects.
Consequently, their knowledge of the Chinese language was limited, and they

exhibited little interest in improving it.

261 Huang Songping, Qu Tingting A1, JHE#F 4%, ““Liumei youtong nuogan shishi kaozheng Fi 3%
) # A 5 SR [Some historical research on young children studying in the United States Huang
Songping]”’, Hunan xingzheng xueyuan xuebao 1 (2014): 110

262 Tan, “Ye tan wan Qing you tong liu mei jihua zhongtu yaozhe de yuanyin”, 53.
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Ignorance of Chinese studies which is the main part of the mission made
conservatives criticize the mission severely. Yung Wing received multiple letters
from Li Hongzhang warning him of his disrespect and rejection of Chinese studies.
Chinese students in the United States were considered as one of the means of
preparing for modernization. With the idea of a "Chinese essence Western use" they
required children studying in the United States to learn various specialized

knowledge, especially those related to military affairs, including technical skills.?®3

The fourth supervisor, Wu Jiashan (%3 3%) (1818-1885), whose courtesy name Wu
Zideng ((&F%), was inclined towards conservatism similar to Chen Lanbin and
endeavored to halt the study abroad program. When domestic conservative groups
strongly targeted young students studying in the United States because of these
reasons, Chen Lanbin and Wu Jiashan also supported these conservatives. Following
Wu Jiashan's appointment as head of the Chinese Educational Commission in 1879,
he quickly gathered all students to the Washington Embassy to teach them a lesson
and students did not kneel down and salute him as they were supposed to do in
Chinese style. Wu Jiashan was furious and expressed his anger that the students had
disregarded their roots and lacked a clear purpose, without providing any subjective
evaluations. He informed Li Hongzhang “Each student has adapted to differences
and forgotten their roots. No matter how difficult their studies are, they will not be
able to be used by China even if they succeed in their studies."?®* He stated that no
matter how hard the overseas students study, they will not be able to utilize their

265 Wu Jiashan was

knowledge in China and requested the cancellation of CEM.
determined to petition the Qing government to withdraw the students. This was
during a period when the United States had enacted the "Chinese Exclusion Act,"
which had sparked an anti-China campaign. Additionally, key officials who had
supported young children studying in the United States died or resigned. The
ascendant conservative factions seized the chance to pressure Li Hongzhang into
canceling the scheme for young children to study in the United States and recalling

all students. After discovering that the Qing government intended to recall students

263 Zeng Yuanyuan & #%1%, ‘Zhongguo liuxuesheng zhi fu Rong Hong yu bu fu zhong wang de
liuxuesheng H [B B 7 A 2 42" 45 [ 5 A £ ACER (1) B 22 411 [The Father of Chinese Students Rong
Hong and the young children who didn’t live up to their expectations]’, Lantai shijie 34 (2014): 114.
264 Tan, “Ye tan wan Qing you tong liu mei jihua zhongtu yaozhe de yuanyin”, 55.

265 Fargue, ‘China’s First Hundred.’, 30.
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studying overseas, a group of American education professionals submitted a joint
letter to the office of the Prime Ministry, advocating for the students to remain in the
United States. Otherwise, it would be a waste of their talents.?®® Despite their efforts,

the Chinese Educational Mission was terminated by the Qing government.

Despite the Qing government terminating their study abroad program, a few students
continued to reside in the United States and refused to return to China. Furthermore,
Shi Jinyong (52#7%#) and Rong Kui (%) both escaped while being deported for
rule violations. It has been suggested that they were among the first to rebel due to
foreign cultural influences. 2’ However, the Qing government maintained its

conservative stance, viewing the Westernization of young children as unacceptable.

During their stay in the United States, the young children were warmly welcomed
and carefully looked after by the Americans. Serving as representatives of China,
they engaged with American society. However, when these Chinese individuals with
noticeable American characteristics returned to their homeland, they experienced a

cold reception.?6®

4.1.1. Societal Integration

In 1881, Chinese students who had been sent to America at a young age returned to
their homeland. Having spent more time living outside their home country than
within it, they had already assimilated into Western culture, language, civilization,
and lifestyle. As a result, they found it challenging to fully embrace their own
culture. Their proficiency in English surpassed that of their native language. They
struggled to find their place in Chinese society. At a certain level, they experienced
an identity crisis. Despite their Chinese appearance, their behaviors and ideas were

Western. This made it difficult for them to be accepted in their homeland.

266 Tan, “Ye tan wan Qing you tong liu mei jihua zhongtu yaozhe de yuanyin”, 56.

267 Chen Liyao [%:37.58, ““Zaoqi liumei youtong shishi pingshu -3 B 354/ # st SFi¥id
[Commentary on the historical events of early children studying in the United States]”’, Heilongjiang
shiza 16 (2014): 84.

268 Shi Ni A1 55, Guannian yu beiju: wanging liumei youtong mingyun pouxi Y25 250: W& B 7
)5 s T Perception and Tragedy: An Analysis of the Fate of Young Children Staying in the
United States in the Late Qing Dynasty, 121.
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Upon their return, the students were met with unfamiliar gazes from the Chinese
locals and kept under strict surveillance by the officers and soldiers. The Chinese
locals did not greet the students with a positive manner, and officers and soldiers kept
them under strict surveillance. The students' disappointment started with their arrival
in Shanghai. Furthermore, they were unable to meet their families immediately upon
arrival. They were first sent to the Shanghai Customs Daotai Yamen ( {58 &
f811) just like they did before the departure, and then to the Qiuzhi Academy (3K %
F5[5%) building, which had been abandoned and not used for a long time. A few days
later, the students were summoned to meet with the highest-ranking official in
Shanghai. They were taken to the Daotai Yamen in a queue of three and knelt before
the official.?®® Examining the later letters of the CEM students to their acquaintances
in the U.S. may provide insight into their dissatisfaction and sentiments towards their
country. In a letter to his American family, written in English, Huang Kaijia (35 JF H)
described in detail the contempt they suffered as well as the strict control and poor
treatment of the Qing government. In the end, he even wrote: "China does not
deserve sympathy. She should suffer a painful blow and be eliminated. Only a

reformed government is suitable to govern her thousands of people.”?™

In his letter to I.P. Bissell, the head of the Classical School within Hartford Public

High School, Wu Yangzeng (5 fl1%4) mentioned his arrival as follows.

Dear Mr . Bissell,

We arrived safely at Shanghai on the 6th of October... We were treated very coolly
by the officials at Shanghai. After our arrival, we were immediately placed in an
old, deserted, damp and dirty schoolhouse, where most of us starved for two
weeks. The doors to all the entrances of the building were nailed up, except the
front door, which was guarded by soldiers. Even those who had homes were not
allowed to step beyond the front door. After a few days of confinement, those who
had influential friends who were responsible were permitted to live elsewhere.

The people here have a very bad opinion of us. They thought that we had all cut off
our queues, married American wives, and that we are too much Americanized. At
Shanghai, our party was divided, into three divisions. The first division consisting
of twenty-seven students came up to Tianjin. The second, containing eleven
students, were sent to Fuzhou, and ten remained at Shanghai.271

269 Huang and Qu, Liumei youtong nuogan shishi kaozheng, 344.

210 Chen, Zaoqi liumei youtong shishi pingshu, 84.

21 Chris Robyn and Chinese University of Hong Kong Graduate School Division of History,
‘Building the Bridge: The Chinese Educational Mission to the United States : A Sino-American
Historico-Cultural Synthesis, 1872-1881" (Chinese University of Hong Kong, 1996), 142-43.
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In another letter from Huang Kaijia to his host family Mrs. Fannie Bartlett about his

arrival and the following days.

My dear Mrs. Bartlett,

. 1 wonder whether you really wish to know our misfortunes ever since we
stepped on the shores of our generous and native land. You will be astonished to
learn the shabby and mean treatment we received at the hands of our paternal
government. Perhaps you are already informed through some other source, but at
any rate I will recount to you everything that has been done for our good (?) The
first sight of Shanghai we steamed up to the wharf in a steam launch thrilled us
thinking what a Joyous welcome was waiting for us, and what a sea of familiar
faces would soon surround us, and our country would soon extend her arms to
embrace us in maternal kindness! But alas! Vain thoughts! .... True, a sea of faces
was looking down on us, but no friendly recognition, no kindly smile greeted our
forlorn band. Crowds of coolies wheel-barrows and jinrickshaw men were
shouting, gesticulating, and quarreling for business. One solitary man cam aboard
to receive us -- our postal manager -- to whom we telegraphed from Japan. But the
postal manager, Mr. Luk is a fool of the first class, he has not even the average
brain of a Chinaman. Instead of employing carriages or boats to convey us to our
destined place, the Chinese Harbor Master's office, he packed us on wheel-barrows
which have but one wheel and progress very slowly. And thus we were exposed to
the gaping and jeering crowd who followed us and mocked our clothing, which as
badly cut, and sewed together by the Chinese tailors, in San Francisco, and ill
suited to the fashions of the dandyish and fast Shanghaiese. Some of the wheel-
barrows had no pass to go through the French concession, and many of us had to
get down and walk, carrying our bags in our hands, an almost inexcusable act of
debasing oneself in the eyes of the so-called Chinese gentleman. After walking
through the French settlement we entered the Chinese territory, and if you ever
wish to find a paradise, and the infernal regions placed side by side, you had better
come here; the filth and fifty-seven different kinds of foul smells, and the muddy
uneven slippery walk made of stones fairly sickened us. We trudged on cursing our
fate, our cool reception, our stupid manager, and last, but not the least, our Chinese
shoes which pinched our feet, and cramped our toes; until we came to the Harbor
Master's house, a spacious building facing the river, comparatively clean and well
ventilated. After roll and a substantial supper, not elaborately prepared, we were
dispatched with a detachment of Chinese marines acting a s a guard over us to
prevent our escaping from the grasp of our paternal government ") to the
""Knowledge Wishing Institution"" inside of the city behind the court of the
Shanghai Taotai, Your Western imagination is too sublime to conceive a place so
vile as this so-called institution; you may have read about Turkish prisons or
Andersonville Horrors, but compared with this they must have been enviable
places. I will test the power of my pen by attempting to describe the ""Jail"" where
we were confined after our glorious venture, and if I fail then you may understand
how terribly horrible the place is. The ""Knowledge Wishing Institution"" has not
been used for over ten years and superstition had given birth to ghosts and goblins
which are said to have taken the abode to themselves and have displayed fantastic
and awful shapes to the eyes of horrified Celestials; for ten long years its doors
were closed, its ceilings were not touched by a brush, nor its floors by a broom; ten
years saw the stone pavements turning green with mould, the wooden frames of the
windows and doors rotting in the damp atmosphere. .... long and terrible were the
imprecations poured forth upon the heads of our managers and upon him who
caused our premature return.
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... There were many of us whose fathers, relatives and friends were awaiting us
with wines and banquets in full preparation and longed to gaze upon and sit by the
sides of their dear ones who had been so long away on the other hemisphere across
the big, big sea. But such pleasures were denied them, we were to receive no
liberty until we had our “Kewtous"" to the Shanghai Taotai. Accordingly, after four
days's groaning and complaining we were summoned to hold audience with the
highest official in Shanghai, In three bodies were we mustered with enough guards
to keep a regiment in quiet subjection; we commenced our journey in the midst of
crowds of spectators whose comments were far from being flattering, and marched
through piles of dirt and fi Ith which commanded the entrances of Taotai Yamen.

.... After much waiting and unnecessary delay we were at last ushered in to the
presence of his Excellency and we prostrated ourselves before his majestic
presence; he however returned our salute and motioned us to stand out each
according to his division in which he went to America. After he inquired of us our
different accomplishments and the courses we pursued the ""great Man” dismissed
us allowing us to depart from the ""Prison™ at 10 a.m. and returning at 4 p.m.
much to the dislike of the boys.

...After staying three weeks at Hongkong I took my departure for Swatow 178
miles away from the English colony on board of a coast steamer. The journey
lasted 24 hours and the fare was $25.00, 1st class European. It was early Sunday
morning that I stepped on the soil of Swatow where my father and family are
staying. Now my parents knew nothing of my arrival -- the postal arrangements in
China being so imperfect that my letters sent a week before went on the same
steamer as I did and I was obliged to find out my father's residence, a very hard
task indeed in a community where no one can be understood or no one can
understand their dialect, my father being the Linguist in the Swatow Customs a
prominent position both officially and commercially; but in Swatow the case
becomes different a stranger can no more understand the “Swatowians” than you
can Arabic without learning it. [sic]

For the first batch of the returned students confinement and the first impression of
the government were regarded as not acceptable by the CEM students. In another

letter from Liang Pixu / Liang Pe Yuk (24 /) to Mr. Shaw, he mentioned the

treatment they faced as follows:

... On our arrival at Shanghai we were carted in wheelbarrows to the old part of the
city to a damp, for a long time unoccupied building, where we were compelled to
take up our quarters. Our food consisted of fat pork and rice and our treatment I am
ashamed to mention. The government gave us a good allowance to make clothes
and for lodging, but it had to pass through so many petty officers who can only get
a living by squeezing a very small portion of the allowance reached us. Several of
the students were taken sick in that old house where malaria could be got in no

212 Wong to Bartlett, ‘Letter from Wong Kai Kah (3% ! Huang Kaijia), Shanghai (_i 17), to Mrs.
Bartlett, 1882 January 28°, 1-6. : https://content.libraries.wsu.edu/digital/collection/5983/id/996/
Accessed: 15.05.2024
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time. Fortunately, I had friends in Shanghai who took me to their homes, so I did
not stay in the old city but three days. [sic] %

Apart from the initial treatments, students expressed their longing for their lives in
America. In their letters, students frequently mentioned how much they missed New
England. Both their autobiographies and letters indicate that they were not only
affected by the treatment they received from the government and society but also by
the conditions in their homeland, as they compared it to America. This comparison

made returned students despise their country.?’

Furthermore, many of the relatives viewed these students as betraying their own
culture. The students were trying to reconnect with their families and their
environment, and they were encountering the curiosity of the people around them. In
a peculiar incident, one of the CEM students recounted how his cousin was sent by
his mother to pull his queue to verify the authenticity of his queue, a hairstyle
symbolizing loyalty to the Qing Dynasty. 2”® Similar to the period of Chinese
Education Mission announcements and student recruitment, the returnees
encountered challenges related to gossip and doubts about their loyalty. The
community was plagued by rumors and suspicions regarding these students, further
complicating their reintegration into Chinese society. In addition to social life, their

expectations regarding the promised professions were also disappointing.

4.1.2. Educational and Occupational Experiences of Returnees

To gain insight into the academic and work experiences of the returned students, it is
important to consider both the situation in China and the students' circumstances
upon their return. In China until 1905, the only way to have a job in a government
position was to achieve the Chinese imperial examination system rooted in

Confucianism.

213 Pe Yuk Liang, ‘Letter from Liang Pe Yuk (24 Liang Pixu), Tianjin (KE:T7), to Mr. Shaw,
1882 March 06°, 6 March 1882, 2—7, Thomas La Fargue Papers,
https://content.libraries.wsu.edu/digital/collection/5983/id/805/rec/182.
https://content.libraries.wsu.edu/digital/collection/5983/1d/805/rec/1 Access: 15.05.2024

214 She Enyi #1 18 X, ““Qing zhengfu zhongtu sanhui liu mei you tong yuanyin suoxi & EURF FHig
5] B 35 40 % JiF AR BT [An Analysis of the Reasons for the Qing Government’s Midway Withdrawal
of Young Children from the U.S.1”’, Shanxi shifan daxue lishi yu shehui fazhan xueyuan 1 (2014):
78-93.
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However, their education in America and the absence of Confucian teachings
hindered their ability to excel in this traditional examination. Although the students
were sent as government students due to the classic system of bureaucracy and
leaving education halfway, upon their return they were not easily assigned as
government officials. In general, CEM students could hold lower ranks such as eight
or nine ranks in the official rank system.?’® Among the CEM students who returned,
there were six students with the traditional official title in Chinese bureaucracy
known as 'daotai’ (& 5).2"" They were Tang Shaoyi (JF#H1%), Liang Ruhao (U1
%), Zhou Changling (JiK#), Qi Zuyi (f81H#%), Sheng Wenyang (#3(#), and
Tang Ronghao (JEZ&#). There is an assumption that these official titles may have
been purchased, as it was a common custom for compradors to buy their official

titles in the late Qing period.?’

In 1881 recall, there were 43 CEM students enrolled in college, with twenty
attending Yale University and the remainder attending Harvard University, the
Massachusetts Institute of Technology (MIT), and Columbia University. 2’°
Regarding their academic progress, although a significant number of the CEM
students dropped out of school and were assigned jobs that did not align with their
majors, as well as being subjected to discrimination and exclusion, the majority
persevered and later emerged as key figures in China's political and military spheres.
Some of them worked for crucial economic sectors, including enterprises, railways,
and mines, making noteworthy contributions to China's modernization. As Rhoads
states, according to Tang Guoan (J# [E %), from the second batch of the CEM, when

the returned students realized that their government did not particularly value them

276 Nine-rank system (JL&hH IE i) under this system, candidates were ranked into nine different
grades based on their performance in the imperial examinations. The highest rank was the Jinshi (1
1), which was further divided into three grades (= Jt), and the lowest rank was the Juren (22 \).
Successful candidates could pursue a career in the government bureaucracy.

277 In the Qing Dynasty, Daotai was regional administrative offices or governorships to manage the
customs and handle local foreign affairs, the Qing government assigned officials, typically designated
as fourth-rank officials, to supervise these operations. The general rule was the fourth rank for Daotai
officials, but exceptions existed in practical implementation, with some second and third-rank Daotai
being stationed abroad.

278 Patricia Cline Higgins and City University of New York City College, ‘The Chinese Education
Mission 1872-1881 : A Study of the Circumstances Affecting Its Establishment, Operation, and
Recall’ (New York, City College of New York New York, 1974), 135.

219 Rhoads, Stepping Forth into the World, 118-19.

111



or properly recognize their skills and contributions, many of them found excuses to
abandon their positions and pursue more favorable and better-paying opportunities
elsewhere. He also left Tianjin Medical School after approximately a year. Following
this, he held various positions as a clerk and interpreter for some of the American and
British firms.?%° Later he returned to work for the Qing government and became the
founder of Tsinghua University. Among the CEM students, Liang Cheng (% 1)
served as Chinese minister to Washington, D.C. between 1902-1907. This might
illustrate that even though some of them were not fully satisfied with their assigned

positions they had better opportunities in time.

The CEM students were selected between the ages of 12 and 16. The first batch of
students remained just nine years in the U.S. Thus, when they returned most of the
students cut their education halfway. These students had to continue their education
to contribute to their country. Li Hongzhang who was a supporter statesman of the
CEM organized the education and occupations of young CEM students upon their
return. They were mainly directed to fields such as telegraph, navy, machinery,
mines, and medical clinics. The majority of the CEM students directly or indirectly
participated in the study or work of the Chinese Navy. Some of them were assigned
to study or work at Tianjin Beiyang Naval Academy (KL /KIfi%2 %), Dagukou
Fortress Torpedo Boat Fleet JKiili 141 & £ 75 ME P\, Fuzhou Mawei Shipbuilding
Academy (#8 M5 AL 5) and just 6 of them graduated from Tianjin Naval

Medical School (K HEE 2 = 24 4%) 281

In their letters, several CEM students referred to the assignment of schools and work
in their homeland. In his letter, Wu Yangzeng (Woo Yang Tsang) (5:fl1§%) pointed

out his unpleasant situation.

We were examined in the Imperial Telegraphing College in telegraphy,
international law, chemistry and mechanics. The question in international law is the
following : "Write an essay on the origin of property.” These questions they expect

280 Tbid., 209.

281 Xu Fei, Ru Shizhen &% ¥, #ii%¥2, ““Liu Mei youtong dui jindai Zhongguo keji fazhan de lishi
yingxiang £ 3 4 B0 1T A [E B K R 1 7 52520 [The historical impact of young children
studying in the United States on the development of science and technology in modern China]™”’,
Ziran bianzhengfa tongxun 2 (2005): 90.
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us to answer because they thought we had already studied law and must be able to
answer them.

Two of us are studying Chinese in telegraphy school and teach English in the
afternoon. Four have been sent to the torpedo college, two to the customs house,
two have been ordered to study medicine and eight others and myself are studying
for the naval service in this academy which is newly established. The head Chinese
professor, who is going to teach us navigation, astronomy, trigonometry,
geography, etc., cannot even speak English correctly so I don't see now he will
manage to teach us in those studies.

This school in surrounded by high mud walls and several canals. We are not
allowed to go outside this mud wall, or even to visit our friends in the neighboring
school, situated within this wall. In fact this is just like a prison. My father is now
trying to get me out of this school that I may go somewhere else 142 to study
mining. Three of us already have permission from viceroy Li Hongzhang to return
home for a few months. I am expecting somebody every minute to bring the letter
from the viceroy to the commissioner of this school to let us out. Our party went to
the viceroy about ten days ago. He asked us what we are studying for and made a
speech in Mandarin, a dialect I did not understand. [sic] %

Huang Kaijia also mentioned how the CEM students distributed to various places.

...My greatest disappointment on reaching Shanghai later was to find that a large
portion of my friends had departed for Tientsin. Alas! friends whom I had
associated with so long were separated from me without the chance of saying
goodbye and we know not when we shall see them again.

....The rest of the boys are distributed in various places to finish ") their education
not according to their predilections or the course they had been pursuing in
America but more in accordance with the wishes of the Chinese Officials whose
ignorance and stupidity render them unfit to judge in such matters. Several boys
intending to take law as their profession were carted to the Naval Academy where
they have a chance to become Captains and Admirals ") of the future navy of
China!

...Sixteen were sent to Foo Chow where they too are now studying in the Naval
Academy. Several are now in the Torpedo school in Tientsin harbor, Four are in
the Shanghai arsenal studying under Soo Vung. We are waiting for the arrival of
Mr. Yung Wing to whom we look for our liberation from such outrageous
treatment by our government. Our confidence in Mr. Wing still remains unshaken
though his long delay in coming made some doubt his power in influencing the
Viceroy. We are only mortals, we have not the patience of Job. We are like the
shoots of young trees transplanted from the rich soil and luxurient climate to the
arid desert of ignorance and superstition. We are not flourishing but withering
away slowly though perceptibly. We draw down on us the pity of many interested
and sensible foreigners. They are powerless though they can do a good deal by
writing for the papers.

282 Robyn and Chinese University of Hong Kong Graduate School Division of History, ‘Building the
Bridge: The Chinese Educational Mission to the United States : A Sino-American Historico-Cultural
Synthesis, 1872-1881°, 142—43.

113



... am now in the Foreign office at Shanghai with Chung Mun Yew and Lu
Kwok Shui. We receive 10 taels each and board ourselves. The arsenal boys get 5
taels a month and have to feed themselves. Our government is so generous and
yet so well versed in political economy that it barely keeps us above the point of
starvation. Whether we are liable to be frozen to death or not they care nothing
about that, that is our own look out. Whether our families are in danger of being
starved and frozen, that is still further from the minds of the government. Such is
the progressive policy of China so civilized under foreign influence. She deserves
no pity, she needs a good thrashing and a thorough washing before she is fit to
govern her millions. There is a great danger of the students slipping back into
their old way and habits. Some have shown symptoms of degenerating into their
country-men's mode and manner of living but the majority seem to present an
adamantine firmness against all the complications and the deadening effects of
officialism. But everything depends on Mr. Wing. I hope he will do a great deal
both for the good of China and for our benefit. A certain article of the North
China Daily News says that the best thing for us is to be sent abroad as China is
not ready for us. [sic] 2

Liang Pixu mentioned in one of his letters about his life in Tianjin Arsenal that he

was assigned to.

... With genuine Chinese conceit and ignorance, they have withdrawn us from
the American institutions, thinking we can acquire just as good a knowledge of
things in here as in America. November 2, eight besides myself came to this naval
school to finish our education. We were sent here by our examiners who judged
from our papers as to what persuit of study we are best fit, without the consent of
those most concerned.

This school together with the neighboring buildings of the Tientsin Arsenal is
surrounded by a mud wall. We are not all owed to go outside of this wall but three
times in five years. The school rules are many and very tyrannical. Our daily
routine is monotonous in the extreem. We drill an hour in German every day.
When we first got here we had great hope of seeing home before resuming our
studies. Arrangements were made for us to go and permission had been obtain
from the viceroy to grant us a vacation. But when our commissioner heard of it he
interfered and prevented us going. It was hard not to be allowed with even the
privilege of visiting home, now that we had not seen it for eight years. When I
compare my treatment and the things that are forced on me to do here with the
kind care and good influence of my friends in America, I can not help but cry:
“How long, O, Lord.”The American consul and American missionaries are very
kind to us. [sic] %

Many of the returned students changed their initially assigned positions under the
Qing government, with only fifty-one remaining in their designated sectors. Those

who received specialized training in fields like medicine, engineering, the navy,

283 Wong to Bartlett, ‘Letter from Wong Kai Kah (3% ! Huang Kaijia), Shanghai (_i17), to Mrs.
Bartlett, 1882 January 28°, 1-6.

284 Liang, ‘Letter from Liang Pe Yuk (24 Liang Pixu), Tianjin (KE:T7), to Mr. Shaw, 1882
March 06°, 6 March 1882, 2—7.
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arsenals, and journalism tended to stay in these professions at higher rates. For
example, students originally assigned to roles in telegraphy and mining often

transitioned into positions related to railroad work.

After the Opium War, China experienced an inflow of foreign capital, which resulted
in the development of railways, mining, factories, and shipping operations by
overseas investors. This expansion of the industrial sector also facilitated foreign
exploration and exploitation of China's mineral resources. These situations have
prompted China to broaden its focus beyond the military aspect in terms of
modernization. In 1881, the Tangshan Kaiping Coal Mine (J# LI FFF4£H ™) was using
Western-style coal mining. Some of the returned CEM students were assigned to the
mine. CEM students were among the first generation of mining and metallurgical
engineers in China. Wu Yangzeng (5 {11%), Kuang Bingguang (J F/#%)%), and Kuang
Rongguang(J B %) gained significant fame since they actively participated in the
exploration of coal mines in many provinces and contributed the mining system of
China. The achievements in mining engineering of Wu Yangzeng and Kuang
Rongguang were awarded by the Qing government in Engineering in 1909. Wu
Yangzeng (1862-1939) was one of the first batch students and when the mission was
withdrawn by the government he was already studying at the School of Mining and
Metallurgy of Columbia University. Thus, with his success in 1886, he was sent to
the Royal School of Mining and Metallurgy in London, England, to continue his
studies and graduated in 1890. When he came back again in China he became the

chief engineer of Rehe Silver Mine ({T-#GHH).28°

One of the most prominent CEM students was Zhan Tianyou he made great
contributions to China's modern railway industry and is known as the "Father of
China's Railways. (7' [E/k %2 %) When he returned to China, he already completed
his studies in the United States and graduated from the Department of Civil
Engineering of Yale University with a major in Railway Engineering. The initial
railway networks in China were constructed by foreign entities. The traditional

officials of the Qing Dynasty believed that railways posed a threat to Feng Shui (X

285 Xu and Ru, “Liu Mei youtong dui jindai Zhongguo keji fazhan de lishi yingxiang”, 91.
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7K)?8, leading to a ban on Chinese involvement with such projects. Upon the return

of CEM students, there were institutions for telegraph and naval studies in China, but
no railway construction. The railway industry started late in China, and the role of

Zhan Tianyou became crucial.

In 1880 the Qing government established the Telegraph School in Tianjin. Just from
the first batch, more than 20 CEM students were sent to this school after their return
in 1881. These students became the innovators of China's press sector and the

originators of China's telecom industry. They made great contributions to the
integration of telegraph lines in all provinces across the country. Zhu Baokui (4F
Z¥), Huang Kaijia (3 /), Zhou Wanpeng (& Ji%), and Tang Yuanzhan (F Gi)
were the prominent students in this field.?’

Moreover, among the CEM students, Tang Shaoyi (JH#H1%) visited the United States

in the name of China’s special envoy in 1908. In 1912, he became the first Prime
Minister of the Republic of China. Liang Dunyan (Z22{Z) visited the United States
in 1910 as Minister of Foreign Affairs of the Qing Dynasty and obtained a doctorate
from Yale University. Cai Shaoji (32 #8 &) served as president of Beiyang
University(1L7# K %). Liang Ruhao (22 417%) Minister of Transportation in the early
Republic of China. Wu Yingke (5 M £}) and Cai Tingqian (2<% ) both were naval
marshals in the early Republic of China and participated in the Sino-Japanese War of

1894. Shen Shouchang (7L&F &), Jinkui ([ 4:#%), and Huang Zulian(#% tH3#) were

killed during the Sino-Japanese War.?®

In summary, among the CEM students, there was one Prime Minister, two navy
marshals, fourteen naval officers, three military doctors, two foreign ministers, one

minister, two ministers, and eleven diplomatic officers.?®® The gathering comprised

286 Fengshui (JX7K) is a Chinese metaphysical practice that involves arranging the environment to
optimize the flow of energy (Qi <) to promote harmony, health, and prosperity.

287 Ibid., 93.

288 Huang and Qu, Liumei youtong nuogan shishi kaozheng, 345.

289 Mao Shizhen 5fiii#¥2, ““Liumei youtong dui jindai Zhongguo waijiao shiye de gongxian ¥ 35 %Jj %
X AR A E 4022 30k 1) 5Tk [The Contribution of Young Children Staying in the United States to
the Diplomatic Career of Modern China]”’, Hefei gongye daxue xuebao 23 (2009): 135.

116



eight individuals from the business sector, two university presidents, seven
individuals from the industry and mining sector, one professor, two individuals from
the weapons industry, one individual from the newspaper, six directors and fourteen
officials from the railway sector, four directors and six officials from the telegraph

sector, one customs official, one lawyer, and seven individuals in public service.

In 1877, aside from the United States, 77 young individuals traveled to Europe for
educational purposes. By 1896, 13 students had been dispatched to Japan, with tens
of thousands more following. Subsequently, there was an increase in the number of

students studying in the U.S.2%

Historian Thomas La Fargue attributes the officials' hostility to their inherent dislike
and distrust of these ‘foreign Chinese,” a sentiment echoed by Stacey Bieler.
Additionally, R.J. Rhoads mentions that the Shanghai officials’ hostility toward the
returning students was influenced by an incident reported by a CEM student Shen
Shouchang (L5 £). According to Shen, some of the twenty-one students in the first
group of returnees attempted to escape and hide among the city's foreign population
to leave the country. As a result, subsequent groups were placed under strict

supervision and housed in poor conditions.?%*

Suspicions about CEM students did not continue forever. The period from 1895 to
1900 was transformative for them. Now in the prime of their lives with a median age
0of 40 in 1901 external conditions changed their fate. Their education had previously
been overshadowed by the traditionally educated Confucian scholars. A series of
national crises, including the Sino-Japanese War (1894-95), the Scramble for
Concessions (1897-98), and the international suppression of the Boxer Uprising
(1900-01), forced China to rethink its approach to modernization. Recognizing that
earlier reforms were inadequate, the Qing dynasty initiated the "New Policies"
(xinzheng), drawing inspiration from Japan's successful Meiji Restoration. The

abolition of the civil service examination in 1905 marked the end of an era, paving

29 Xu Zhaojie ¥ JE##, <"Liumei youtong de duozhong mianxiang: yi Rong Kui weilie de fenxi {43
ERIZEE A : LA ABI 34T [The Multiple Orientations of Young Children Staying in the
United States: An Analysis of Rong Kui as an Example]”’, Huagiao huaren lishi yanjiu 4 (2023): 90.
291 La Fargue, China’s First Hundred, p. 59; Bieler, “Patriots” or “Traitors,” p. 12; Rhoads, Stepping
Forth into the World, p.185.
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the way for a new educational system that emphasized modern subjects and foreign
languages. This shift in educational priorities validated the unconventional education
the CEM students had received in the United States, enhancing their social and
political stature.?®? As a result, many CEM students quickly ascended to prominent
official positions like special envoys. Liang Cheng, for instance, was honored as a
Knight Commander of the Order of St. Michael and St. George (KCMG) after
attending Queen Victoria's Diamond Jubilee in 1897. He later undertook diplomatic
missions to Germany in 1901 and to London in 1902 for the coronation of Edward
VII. Another CEM student Huang Kaijia represented China at the Louisiana
Purchase Exposition in St. Louis in 1904. The former CEM students also played
crucial roles in establishing the Boxer Rebellion Indemnity Scholarship, which aimed
to send numerous Chinese students to the United States for education, echoing the

mission of the original CEM. 2%

4.2. Ottoman Students Back Home: Employment and Impact

The Ottomans did not experience a collective return or recall of students from
abroad, as seen in the Qing Dynasty. In this chapter, the focus will be on the identity
of the Ottoman students who returned, the education they received abroad and their

positions upon their return to the Ottoman Empire.

Paris has consistently attracted a notable number of students from the Ottoman
Empire. Although France was a popular destination for Ottoman students, there were
other countries that they also chose to send their students to. For instance, Germany,
England, Austria, Belgium and Switzerland were the countries Ottoman students

were sent to.%%

Ottoman students who went for education in capitals such as Vienna, Paris, and

London were assisted by Ottoman ambassadors. For instance, in London, the

292 Fargue, ‘China’s First Hundred.”, 77-78.

293 Rhoads, Stepping Forth into the World, 209.

29 For the number of the students sent Gengoglu, ‘Osmanli Devleti'nce Bati’ya Egitim Amactyla
Gonderilenler (1830-1908) -Bir Grup Biyografisi Arastirmasi’,78-82.
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students were under the care of Namik Pasha, the Ottoman Empire's Ambassador,

while in Berlin, they were under the care of the Berlin Ambassador.?%

The initial students were dispatched for military training. Similarly, these students
were either the children of individuals already in contact with the West or the
prominent statesmen. When we examine the students’ family backgrounds, the
results illustrate that the first generation of students were from the higher class of
Ottoman society. For instance, Tevfik Efendi and Emin Bey were significant figures
in Istanbul's intellectual and military circles. Tevfik Efendi received an education at
Enderun, the inner service of the Ottoman palace, and continued his military service
due to his father's important position in the palace. Similarly, Emin Bey continued his
education because his father worked as a teacher at Miihendishane-1 Berri-i
Hiimayun. Tevfik Efendi and Emin Bey, who were both sent to Europe, served in
different roles upon their return. Tevfik Efendi received an education in Paris and
later held various military positions, including teaching at the Military Academy.
Emin Bey, on the other hand, was sent to London and upon his return, was appointed
to the V. Army with the rank of Pasha (high-ranking title in the Ottoman Empire,
equivalent to the rank of a general). In this context, the kinship relations between
Tevfik Efendi and Emin Bey were influenced by their fathers' positions in the palace
and educational institutions. Both fathers held important military positions and

played effective roles in the modernization process of the Ottoman Empire.

Moreover, most of the students were the children of those already involved in
modernization. In 1835, Bekir Bey, the son of Haci Omer Efendi, one of the
engineering schoolteachers, was sent to London from the engineering school to
study.?%® Kibrislh Mehmed Emin Pasha (1813-1871) entered the Enderun thanks to
his uncle Mehmed Emin Efendi, who was the steward of the imperial treasury.
Kibrislh Mehmed Emin Pasha received education in London and Paris between 1833
and 1834. Upon his return, he served in the imperial army. At one point, he was sent
back to Paris to oversee and complete the education of Ottoman students. He
returned to Istanbul in 1839. Initially, he was appointed as a Colonel to the Tophane,

and then he was appointed as a Member of the Tophane Council with the rank of

2% Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Génderilmesi’, 35.
2% [bid., 20-21.
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Brigadier General (1839-40). He later served in various military positions and
governorships and also served as the Ambassador to London. He also headed the
Meclis-i Tanzimat (Council of Reorganization) and the Meclis-i Vala-y1 Ahkam-1
Adliye (Supreme Council of Judicial Ordinances). He was appointed as the Grand

Admiral twice and served as the Grand Vizier in 1854, 1858, and 1860.%°%"

Another example Ali Riza Pasha (1860-1932) was a prominent figure in Turkish
politics. Born as the son of retired Captain Tahir Efendi. He graduated as the top
student from the Military Academy (Mekteb-1 Harbiye) with the rank of staff captain,
marking a notable achievement at the beginning of his career. He served as a teacher
at the Military Academy and later was sent to Germany for specialization, returning
as a skilled officer. Ali Riza Pasha held various significant positions when he came
back to the Ottoman Empire such as serving in the General Staft Headquarters and
teaching Military History and Strategy at the Military Academy. Apart from various
military duties and army commands, he also served as Minister of War, Navy, Public

Works, and Interior. Additionally, he also served as the Grand Vizier.?*®

Ahmet Vefik Pasha (d. 1891) was an important intellectual and statesman of the
Ottoman Empire in the mid-19th century. His father, Ruhuddin Efendi, serving as a
diplomatic interpreter, facilitated young Ahmet Vefik's exposure to different cultures
and increased his interest in Europe during his childhood. His journey to Paris in
1834 due to his father's assignment and his three years of education at Saint Louis
High School deepened his intellectual accumulation and interest in Western
culture.?®® When Ahmed Vefik Pasha returned to Istanbul, he was employed in the
Translation Office and later served in various diplomatic roles such as the London
embassy. Following significant state services including governorship, ministry
positions, and memberships in the Meclis-i Vala and Sira-y1 Devlet (Council of
State), he assumed the title of Prime Minister (Basvekil) and served as Grand Vizier

under Abdiilhamid I1.3%

297 Kemal Cigek, “‘Mehmed Emin Pasa, Kibrislt’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi
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Additionally, there were familial relationships among the students sent abroad for
education. For instance, it is stated that Osman Hamdi Bey, the son of Ibrahim
Edhem Pasha, also benefited from a state scholarship. Similarly, Vigen Vigenyan, the
son of Serope Vigenyan, received a scholarship and was educated during the reign of
Abdulaziz.** Serope Vigenyan was an Ottoman-Armenian doctor and intellectual
who was among the first students sent abroad by the Ottoman Empire for Western

education, contributing to its modernization efforts in the 19th century.

In 1864, the Military Council (Dar-1 Stra-y1 Askerl) emphasized the importance of
sending graduates from the Military Academy (Mektebi Harbiye) and the School of
Medicine (Mektebi Tibbiye) to Western countries for practical application of the
theoretical knowledge acquired in Istanbul. Consequently, officers and doctors who
graduated from these institutions were dispatched to cities such as London, Vienna,
Berlin, St. Petersburg, and Paris.®> Among the available internships, those in the
field of medicine were particularly prominent. These internships allowed students to
apply their theoretical knowledge in practice and gain a close observation of Western
medical practices. Such experiences contributed to the development of medicine
within the Ottoman Empire and facilitated the adaptation of Western medical
standards to Ottoman territories. The internships supported the integration of the

Ottoman Empire with Western countries and the modernization of medicine.

Physicians who returned from France were often employed as teachers in their
specialized fields at medical schools. Ismail Pasha (1812-1871) was a notable
example of such a physician who went to France for education. After graduating
from the School of Surgery, he returned to his home country and was appointed as
the director of the Surgery Department.®*® Nuri Kenan graduated from the Medical
School in 1869. He then served as an assistant lecturer in the Internal Medicine
Clinic at the Military Medical School. Like many of our physicians, Abdi Siileyman
also specialized in medicine in France. After graduating from Medical School in

1871, Abdi Siileyman passed a competitive examination and was sent to Paris to

301 Sisman, Tanzimat déneminde Fransa'ya gonderilen Osmanl égrencileri, (1839-1876), 157.
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specialize in dermatology. Throughout his studies, he successfully pursued a
doctorate in botany. Upon his return, he was appointed as a botany teacher in
veterinary classes. 3 These physicians' experiences exemplify a longstanding
tradition of medical education in France and the subsequent contributions they made

upon their return to their home country.

Hasan Mazhar was a Turkish scientist who lived between 1845 and 1920. He
received his medical education abroad and completed an internship at the
Haydarpasa Surgical School. Later, he went to Paris to specialize in medicine,
focusing on anatomy and surgery between 1871 and 1874. Upon his return in 1874,
he served as a military doctor, surgeon, and chief physician during the conflicts in
Montenegro and Russia. In 1879, he was appointed as a faculty member at the
Medical School. He held significant positions, including membership and presidency
in important medical organizations such as the Council of Civil Medicine (Meclis-i
Tibbiye-i Miilkiye) and the Society of Ottoman Medicine (Cemiyet-i Tibbiye-i
Osmaniye).>® It is evident that in addition to military training, another significant
field within the Ottoman Empire was medicine. Students who had received their
education in modern medical schools established within Ottoman territories were
also sent abroad to further develop their practical skills. Furthermore, these students

acquired expertise in a range of specialized branches of medicine.

Graduates from Ottoman institution in Paris Mekteb-i Osmani played significant
roles in the modernization. In total ninety-four students were enrolled in the Mekteb-1
Osmani, with seventy of them being Muslim, nine Armenian, eleven Greek/Rum, and
four Bulgarian. 3% Notable alumni of this school include Hafiz Ali Seref, who
published the first Turkish geography atlas in Paris, and Seker Ahmed Pasa, a

prominent figure in Turkish art.

Seker Ahmed Pasha was an important figure in Turkish painting. Seker Ahmed
entered the Military Academy (Mekteb-i Harbiyye) in 1855. By the order of the

Sultan, he was sent to the Mekteb-i Osmani. During his education, he honed his

304 [bid., 247,
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painting skills by working in the studios of Gustave Boulanger and later Jean-Léon
Gérome. He also continued his art education at the Paris Fine Arts Academy, during
which he was exposed to the emerging Impressionist movement led by artists such as
Cézanne, Renoir, Toulouze, Manet, and Courbet, with Courbet's style notably
influencing him. After the closure of Mekteb-i Osmani, he returned to Istanbul with
his friends in 1870. He was appointed as a painting instructor at the Military Medical
School (Mekteb-i Tibbiyye) with the rank of Kolagasi (Lieutenant Colonel). In
addition to this role, he taught painting and language at various schools including
Beyazit, Zeyrek, Kaptan Ibrahim Pasa riisdiyes (secondary schools), and the Sultan
Ahmed School of Fine Arts.%%’

A number of other students — who had the opportunity to study abroad — developed
their artistic abilities during their time abroad. Such as lieutenant (Miilazim) Ibrahim
Efendi, later known as Lieutenant General (Ferik) painter Ibrahim Pasa, was a
notable figure in Ottoman history due to his contributions to the realm of art. He was
born as the son of Mustafa Pasa, a prominent figure among the Nizam-1 Cedid (new
order) officers. Ibrahim Efendi was sent to Europe, possibly to Vienna or London, to
receive formal training in painting. This exposure to Western techniques and styles
significantly influenced his work and later shaped his role within Ottoman society.
During the reign of Sultan Abdiilmecid (1839-1861), ibrahim Efendi returned to
Istanbul from Europe, bringing with him a wealth of artistic knowledge and
skill. Ibrahim Efendi not only provided painting lessons to the Sultan but also had
the honor of painting his portrait. His stature grew over time, and he eventually
attained the rank of Lieutenant General (Ferik), a high military rank in the Ottoman

Empire, in addition to his esteemed title of Ressam, or painter.3%®

Another significant painter was Osman Hamdi Bey was born in Istanbul in 1842 and
was a prominent figure in the Ottoman Empire as a statesman, museum founder,
archaeologist, and painter. He was the son of Edhem Pasha, who served as the Grand
Vizier. Osman Hamdi Bey began his education in Istanbul and later enrolled at the

School of Judicial Sciences (Mekteb-i Maéarif-i Adliyye). In 1857, he was sent to

307 Muhittin Serin, ‘Seker Ahmed Pasa’, in Tiirkive Diyanet Vakfi Islam Ansiklopedisi (Istanbul: TDV
Yayinlari, 2010), 487-88.
308 Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Génderilmesi’, 19.

123



Paris to study law. During his time in Paris, he pursued both legal studies and art,
taking painting classes at the Paris School of Fine Arts. He also developed a keen
interest in archaeology during this period, studying and immersing himself in
European art and culture.’*® Hiisnii Efendi was a successful student who graduated
from the Imperial School of Engineering and was specially sent to Europe in 1849 as
an only student.?° In the following years, he became known as the famous painter
Hiisnii Yusuf Pasha. The Engineering School was one of the leading educational
institutions of the Ottoman Empire at that time, and bright students such as Hiisnii
Efendi were trained according to both the needs of the Ottoman Empire and the

individual abilities of the students, contributing to the progress of the Empire.

In addition to Hoca Tahsin and Selim Sabit Efendi, other individuals with madrasa
education were among those who were sent to study in Western countries.
Abdiilkerim Amasi (d. 1886), also known as Hoca Kerim, was another graduate of
the madrasa who was sent to Paris to become a teacher at Dariilfiinun (Istanbul
University), but unlike Hoca Tahsin and Selim Sabit Efendi, instead of staying in
Paris, he traveled to London to further his education. It was there that he completed
his studies, deviating from his original plan in Paris, and when he returned, he
became a teacher at Dariilfiinun.3!! In 1847, Geredeli Abdurrahman Hilmi, Kiitahyali
Mustafa Vehbi, and Amasyali Hiiseyin Remzi were the madrasa students to be sent to

France to become professors at the Dariilfiin(in upon their return.3?

Students who were sent to Western countries for education, particularly military
training, were given various ranks upon their return to their countries. These ranks
included brigadier general (Mirliva), lieutenant general (Ferik), colonel (Miralay),
and Pasha (the highest military and civil title in the Ottoman Empire). In 1856, ten
students were sent to Paris, marking a significant step towards integration with
Europe. Among them, Istinye-born Hiisnii Effendi stood out, having graduated from

the French War School and subsequently rising to the rank of Ferik (lieutenant

309 Filiz Giindiiz, ‘Osman Hamdi Bey’, in Tiirkiye Diyanet Vakfi Islam Ansiklopedisi (Istanbul: TDV
Yaymlari, 2007), 468—69.

310 Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Gonderilmesi’, 27.

311 Mustafa Ulger, ‘Hoca Abdiilkerim Efendi’nin Hayat1 ve Eserleri’, Firat Universitesi llahiyat
Faliiltesi Dergisi 14, no. 2 (2009): 126.
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general), eventually serving as the Ottoman Empire's Grand Ambassador to
Petersburg. His representation of the Ottoman State at the 1869 inauguration of the
Suez Canal underscored his diplomatic prowess on the international stage. Besiktas-
native Mustafa Effendi, attaining the rank of Mirliva, served in the Second Army,
contributing significantly to the military sector upon his return. Kabasakal Siileyman
Effendi, as a Major, taught foreign languages at the Istanbul Fatih Military Academy,
making strides in education. Vezneciler-native ibrahim Effendi, serving as a language
instructor at the Military Engineering Academy, played a pivotal role in education,

rising to the rank of Miilazim.3"

Individuals who received education in the West were also appointed to civil servant
positions that were appropriate for their field or profession immediately upon their
return. The positions the students held upon their return to the Ottoman Empire
indicate that their educations paid expectancy. The career of Kibrisli Mehmet Pasha
shows this fact as an example. He was sent with Namik Pasha to London while
holding the rank of Captain and serving as the Clerk of the House. He later traveled
to Paris for educational purposes. In 1848, he was appointed to the London Embassy.
He returned to Istanbul in 1850 and eventually rose to the position of Grand Vizier

(Sadrazam), the highest-ranking statesman.3'4

In 1851, seven Ottoman students were sent to France for educational purposes. Two
of these students were from the Imperial School of Engineering (Miihendishane-i
Hiimayun), while the remaining three were from the Military School (Mekteb-i
Harbiye). The students from the Imperial School of Engineering initially received
language and mathematics training in Paris before continuing their education at the
Military Academy in Belgium. They graduated in July 1857 and returned to their
homeland. Meanwhile, the students from Mekteb-i1 Harbiye pursued their studies in
mineralogy. They attended the Institut de Monsieur Canot and the Ecole d'Artillerie

et du Génie in Metz before completing their education at the Ecole des Mines. 3!

313 Bilim, ‘Osmanlilar’da Avrupa’ya Ogrenci Génderilmesi’, 31.
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Among the students sent by the Ottoman Empire abroad for education, 160 held
positions within the educational institutions and 46 served as administrators in
educational institutions.®!® This highlights the significant role played by those who
received education abroad in Ottoman modernization, particularly in the teaching
staff and management positions of modern educational institutions. The aim of
addressing the shortage of qualified personnel to work in modern educational
institutions within Ottoman territories was achieved by sending individuals abroad

for education.

The Ottoman Empire recalled the students because of several reasons. The students
were asked to return with the scholarship money allocated to them. However, it was
stated that those who wished to continue their education at their own expense could
remain in Paris. As a result, while only two students did not return to Istanbul and
continued their education with their own money, the first group of 24 people was sent
back to Istanbul on 8 July 1875 and a group of 30 people was sent back to Istanbul
on 15 July 1875.3%

From all students who were sent to various Western countries by the Ottoman
Empire, a total of 58 students failed in their foreign education due to various reasons.
Among these, 18 students cited inability and inadequacy as the primary cause, while
1 student attributed their failure to alcoholism. Indiscipline was reported by 23
students, while 1 student mentioned marriage as a factor. Additionally, 6 students
pointed to absenteeism, and 5 cases were deemed undetermined. Finally, 4 students
admitted to laziness contributing to their lack of success. These diverse factors
highlight the multifaceted challenges students face when pursuing education
abroad.3!® As an example of a failed student, Cemal Efendi, who was among the
students who failed in their education in Paris, was expelled from Mekteb-i Osmani

due to his fondness for alcohol. He returned to his homeland in May 1862 and was

318 Gengoglu, ‘Osmanli Devleti’nce Bati’ya Egitim Amactyla Gonderilenler (1830-1908) -Bir Grup
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appointed as a French teacher at the Engineering School (Miihendishane) in 1862-

63.%1° Even though he was expelled he was appointed to a job.

4.3. Conclusion

Both the Ottoman Empire and the Qing Dynasty sought to modernize their societies
by sending students abroad to acquire Western education and skills. The Ottomans
aimed to build a staff of Western-educated officials and professionals who could help
modernize the military and administrative structures. Similarly, the Qing Dynasty,
under the influence of reformist leaders like Li Hongzhang, envisioned the Chinese
Educational Mission (CEM) as a way to develop expertise in modern military

techniques and other specialized fields.

The Qing Dynasty's first modernization period focused on military education
stemmed from a need to strengthen China's defenses against Western powers and
internal unrest. In contrast, the Ottoman Empire, possibly benefiting from relatively
more advanced military technology, emphasized not only military modernization but
also administrative and technical education to reform various aspects of the state,

reflecting a more comprehensive approach to modernization.

The Qing Dynasty's CEM students, on the other hand, encountered more severe
obstacles. Despite initial promises, they could not enroll in U.S. military academies,
a deviation from Li Hongzhang's original plan. This refusal, perceived as a breach of
the Burlingame Treaty, significantly soured Sino-American relations and contributed
to the eventual termination of the CEM. Moreover, Qing students faced cultural and
religious challenges. Their adoption of Western customs, involvement in Christian
activities, and neglect of Chinese studies led to severe criticism from conservative
officials and segments of society. This cultural assimilation, viewed as a threat to

traditional values, played a crucial role in the mission's termination.

The return of students to their home countries revealed further contrasts. Ottoman

students, upon returning, sometimes faced resistance from traditionalists, yet they

319 Thid., 111.
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managed to integrate into the military and administrative structures. Their Western
education did not immediately translate into effective modernization but laid the
groundwork for future reforms. Notable figures include Ibrahim Edhem Pasha, who
became the Grand Vizier and played a crucial role in the Tanzimat reforms, and

Mehmed Ali Pasha, who contributed significantly to military reforms.

Qing students experienced a more difficult reintegration process. Upon their return,
they faced suspicion, surveillance, and poor treatment from both the government and
society. Many struggled with an identity crisis, finding it difficult to reconcile their
Western education with Chinese traditions. This cultural disconnect prevented their
immediate effectiveness, although a significant number of them subsequently
assumed pivotal roles in China's modernization efforts. For example, Zhan Tianyou,
a CEM student, became a pioneering engineer who led the construction of the first
Chinese-built railway. Tang Shaoyi became the first Prime Minister of the Republic
of China.

The long-term impacts of these educational missions were profound for both
empires. In the Ottoman Empire, the returnees played significant roles in the
Tanzimat reforms and subsequent modernization efforts. Their Western education
helped bridge the gap between traditional Ottoman governance and modern

administrative practices.

For the Qing Dynasty, the early experiences of the CEM students highlighted the
challenges of cultural integration and modernization. Although many faced initial
setbacks, their expertise became invaluable during subsequent reforms, particularly
after the abolition of the imperial examination system in 1905. The CEM alumni
were instrumental in the early Republican era, contributing to diplomatic, military,

and industrial advancements.

The comparative analysis of the Ottoman and Qing educational missions underlines
the complexities of cultural integration and modernization in the face of Western
encroachment. Both empires recognized the necessity of adopting Western
knowledge to strengthen their weakening structures but encountered significant

resistance from conservative elements within their societies. The Ottoman Empire
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and Qing Dynasty both conceived of strengthening themselves by adopting Western
knowledge as a necessity. Both empires faced a certain level of resistance or
suspicion from conservative elements within their societies; however, the Qing took
longer to overcome its bias against Western-educated officials compared to the

Ottoman Empire.
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CHAPTER V

CONCLUSION

Significant contrasts and parallels emerge when examining the experiences of
students sent abroad by the Ottoman Empire and the Qing Dynasty during the 19th
century. These differences illustrate broader themes of modernization, cultural
integration, and international diplomacy. This chapter synthesizes these findings to

compare the two empires’ strategies and their long-term impacts.

The Chinese and Ottoman governments recognized the importance of modernizing
their military and technical capabilities. Thus, they sent students to Western
countries. However, these initiatives' methodologies, preparations, and

outcomes differed significantly due to their historical and cultural contexts.

A notable difference between the two groups was the age and living arrangements of
the students. Chinese students, often between 12 and 15 years old, were placed with
host families in America. These families provided primary education before the
students advanced to secondary and high schools. In the first half of the century,
younger students were also sent abroad from the Ottoman Empire. However,
Ottoman students were generally older, especially during the reign of Abdiilhamid II,
often being in their 20s. Although there were exceptions, the number of younger

students sent abroad by the Ottoman Empire was relatively limited.

Before Chinese students were sent to America in 1872 they attended a preparatory
school in Shanghai, where they received foundational education and language
training. This pre-departure preparation aimed to equip them with the necessary skills
to thrive in a foreign environment. In contrast, the Ottoman students headed to
European countries with no such preparatory institution initially. They had some
prior education in their fields within the Ottoman Empire, but comprehensive

language training was lacking. In the case of Paris, the Ottoman Empire opened the
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Mekteb-1 Osmani in 1857, which followed earlier attempts by Egyptian schools to
fill this gap. These Ottoman students first attended preparatory schools established
by Egyptians and later the Mekteb-i Osmani to improve their French language skills

before attempting to enter French educational institutions.

Both groups encountered significant challenges in accessing military education
abroad. Chinese students in the United States encountered exclusion from military
schools primarily due to racial discrimination, which hindered their intended
technical education. In contrast, Ottoman students faced barriers in France due to
their insufficient preparatory education levels. While Chinese students were directly
excluded because of their ethnicity, Ottoman students struggled mainly because their

educational background did not meet the required standards.

To prevent cultural assimilation, the Chinese government implemented measures to
maintain their students' cultural identities. The Chinese Educational Commission
(CEM) ensured that students continued learning Chinese studies, language, and
Confucianism. Commissioners such as Chen Lanbin were sent to oversee this
education. The Ottoman Empire also sent teachers abroad such as Hoca Tahsin and
Selim Sabit Efendi, to provide Turkish lectures. Unlike the Chinese, Ottoman
educators were also “students” themselves, tasked with bringing back knowledge to

teach at the Dariilflinun, the first modern university in the Ottoman Empire.

Furthermore, the Chinese students’ host families were predominantly Christian.
Students attended Christian churches and participated in religious services. A few
Chinese students converted to Christianity, while religious conversion was not a
significant issue among Ottoman students. The Ottomans were more concerned with

cultural assimilation rather than conversion per se.

In both the Ottoman Empire and China, there were students who were sent abroad
with familial connections. Nevertheless, the underlying dynamics and motivations
behind these relationships were markedly different. In China, the lack of sufficient
interest in applying for overseas education led to a unique approach. The CEM’s

initiator, Yung Wing, and other individuals with a Western education background
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persuaded their relatives and social circles to participate. As a result of these

persuasive efforts, students mostly had familial and social connections.

In contrast, in the Ottoman Empire, the formation of kinship relations among
students studying abroad was more a consequence of established traditions. It was
primarily children of fathers who had already received foreign education or worked
abroad as officials. Similarly, siblings and relatives influenced each other, thereby
creating a tradition of pursuing education abroad within families. This practice was

more organic and driven by existing family legacies.

Upon their return, the career trajectories of these students further highlight the
differences between the two initiatives. Ottoman students, who often secured
influential military, administrative, and artistic positions, significantly contributed to
their nation's modernization efforts. This successful integration can be attributed, in
part, to their socio-economic backgrounds; most of these students were the children
of families employed in state service, predominantly from cosmopolitan Istanbul,
and were accustomed to foreign cultures and interactions. In contrast, Chinese
students faced a more challenging reintegration, as they were not warmly welcomed
by the government or society, reflecting a broader hesitation towards Western
education. These students primarily hailed from commercial cities like Canton and
were often from lower social strata, primarily the sons of traders, which may have
influenced how they were perceived and treated upon their return. The Chinese
initiative ultimately faltered due to internal resistance and fears of cultural
assimilation, leading to the recall of the students in 1881 after only nine years of a
planned fifteen, while Ottoman students were accepted and integrated into high-

ranking positions.

This comparison demonstrates how both socio-economic backgrounds and differing
governmental attitudes towards Western education played crucial roles in shaping the

students' experiences and their subsequent contributions to their respective nations.

In conclusion, while both the Chinese and Ottoman empires embarked on ambitious
programs to educate their youth in the West, the Ottoman approach ultimately proved

more sustainable and better integrated into their broader modernization efforts. The
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Chinese experience, though pioneering, was curtailed by cultural and political
barriers, demonstrating the complex interplay between tradition and modernization in
both contexts. The differing outcomes highlight the critical factors of preparatory
support, socio-economic background, and cultural integration in the success of

international education initiatives.
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GENISLETILMIS TURKCE OZET

BOLUMI1

GIRIS

19. ylzyilin sonlart ile 20. ylizyilin baslari, Bati bilgisi ve teknolojisinin
benimsenmesi ve yayilmasi agisindan onemli bir doniim noktast olmustur. Birgok
Bat1 dis1 iilkede, modernlesmenin temel itici giicii askeri alan olmustur. Bu durum,
Batili gii¢lerin sahip oldugu {stiin askeri teknolojilere karsi topraklarmi koruma
konusunda yasanan yetersizlikten kaynaklanmaktadir. Bu baglamda, Bati disi iilkeler,
kendilerini bu teknolojik tistlinliik karsisinda savunabilmek i¢in ¢dziim arayigina

girmislerdir.

Siire¢ Bat1 dis1 tilkelerin modern Bati tekniklerini 6grenmede kendi iilkelerinde
bulunan ya da Batidan bu amagcla getirtilen Batili uzmanlardan yararlanmasi ile
baslamistir. Yabanci uzmanlardan yararlanmak hem onlara karsi olan giiven problemi
hem de yetersiz sayida uzman olmasi agisindan dezavantajlar bulundurmaktaydi.
Dolayisiyla, devlet memuru ve 6grencilerin Bati teknigi 6grenmek amaciyla yurt
disma gonderilmesi pragmatik bir ¢6ziim olarak ortaya c¢ikmustir. Cin, Osmanli

Imparatorlugu, Rusya ve Japonya gibi iilkeler bu yaklasimi benimsemislerdir.

Bu iilkeler arasmda Cin ve Osmanli Imparatorlugu olduk¢a benzer zorluklarla
karsilasmustir. Oncelikle Batili giiclerin vyiikselisiyle, her iki iilke de kiiresel
konumlarinin geriledigini gormiistiir. Batili giiclerle karsilastirildiginda belirgin
askeri zayifliklari, onemli yenilgilere yol agmis ve bu durum onlar1 Batililarla i¢
islerine ve ekonomilerine miidahale eden esit olmayan anlagmalar imzalamaya
zorlamigtir. Yasanan bir¢ok gelisme sonucunda, 19. ylizyilin sonlar1 ve 20. yiizyilin
baslarinda hem Cin hem de Osmanli Imparatorlugu, devletlerini modernize etme ve

giiclendirme amaciyla reformlar baslatmustur.
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Modernlesme cabalarinin temel stratejilerinden biri, Bat1 egitimini edinmek amactyla
Ogrencilerin yurt disma gonderilmesi olmustur. Bu durum, Bati fikirlerini ve
teknolojilerini benimsemenin dnemli bir adimi haline gelmistir. Bu tez, Cin (Qing
Hanedanhg1) ve Osmanli Imparatorlugu'nun, Bat1 iilkelerine dgrenci gondermesi
yoluyla Bat1 teknolojisini benimseme deneyimlerini inceleyerek toplumsal ve
kurumsal etkilerini degerlendirmeyi hedeflemektedir. Calismada Cin ve Osmanl
Imparatorlugu'nun secilmesi, tarihi siireclerinin ¢arpici benzerlikleri nedeniyle

Onemlidir.

Osmanli’da yurt digina devlet tarafindan 6grenci gonderilmesi 1830’larda baslamis
ve 1908'deki Ikinci Mesrutiyet Dénemi ile doruk noktasma ulagmustir. Reform ve
modernlesme arzusu ile karakterize edilen bu dénem, Osmanli Imparatorlugu'nun

Bati'ya 6grenci gonderme girisimlerini anlamak i¢in bir ¢erceve sunmaktadir.

Osmanli Impratorlugu Paris, Viyana ve Berlin gibi gesitli Avrupa sehirlerine 6grenci
gondermistir. Qing Hanedanligi (Cin’de 1644—1911 aras1 hiikiim siiren hanedanlik)
ise ilk 6grenci gonderimini 1872°de 15 yil stirmesi planlanan bir programla Amerika
Birlesik Devletleri'ne 120 6grenciden olusan bir grup ile baslatmustir. Bu farkli
yaklasimlar, Osmanli Imparatorlugu ile Cin'in kendine 6zgii tarihsel siiregleri ve Bati
ile olan iligkilerinden kaynaklanmaktadir. Her iki imparatorlugun Batili giiglerle olan
etkilesimleri, modernlesme stireglerini sekillendiren essiz dinamikler yaratmistir. Bu
nedenle, 6grencilerin yurt disina gonderilmesi uygulamasi, her imparatorlugun kendi

tarihsel ve sosyo-politik baglaminda degerlendirilmelidir.

Bu karsilagtirmali caligmanin tarihsel odagi, 6grenci gonderme siirecinde ilk dgrenci
gonderimini belirli tarih araliginda ve net bir 6grenci grubuyla yapmasi agisindan Cin

ile daha yakin bir iligki i¢indedir.

Arastirma Sorusu

Bati'da egitim gormiis Ogrencilerin yeniden entegrasyonunu etkileyen sosyal ve
politik baglamlar1 daha iyi anlamak i¢in baz1 6nemli sorulara yanit vermek gereklidir.
Osmanli ve Cinli 6grencilerin yurt digina egitim almak iizere gdnderildigi siirecteki

deneyimleri nelerdi ve iilkelerinden ayrilmadan once ne tiir hazirliklar yapmislardir?
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Batili egitim kurumlarmdaki sosyal ortamlar1 nasildi ve bu 6grenciler yeni kiiltiirel
ve akademik ortamlara nasil adapte oldular? Ayrica, bu 6grencilerin geri doniisleri
sonrasi elde ettikleri sonuglar nelerdi ve kendi toplumlar1 ve devletleri tarafindan
nasil karsilandilar ve entegre edildiler? Onemli bir husus, Osmanli ve Cinli

ogrencilerin geri dondiiklerinde neden farkli muamelelerle karsilastiklaridir.

Ogrencilerin Bati'ya gonderilmesine dair dnemli bir literatiir ortaya ¢ikmustir. Ancak,
ne Osmanli ne de Cin deneyimi lizerine yapilan arastirmalar, kendi siireclerini

anlamay1 saglayacak karsilastirmalar yapilmadan gergeklestirilmistir.

Bu tez Bati’da egitim almig 6grencilerin Cin ve Osmanli modernlesmelerindeki
deneyimlerini karsilastirmali bir perspektifte ele alarak bu alanda yeni bir yaklagimi
ortaya koyacaktir. Bu, Bat1 bilgisinin doniisiimiinde toplumsal boyutlar1 da iceren

daha kapsamli bir degerlendirme firsat1 saglayacaktir.

Yontem

Bu karsilastirmali ¢alisma, 19. yiizyilda Cin ve Osmanli Imparatorlugu'nun egitim
yoluyla modernlesme cabalarinda izledikleri farkli yollar1 yorumlamak ig¢in arsiv
kaynaklari, tarihi anlatimlar ve akademik goriislerden yararlanan nitel bir arastirma
kullanmaktadir. Arastirma, bu iki imparatorlugun modernlesme girisimlerinin ¢ok
yonlii dinamiklerini anlamaya yoOnelik derinlemesine bir inceleme saglamay1

amaclamaktadir.

Calismanin birincil veri kaynaklari, Cin ve Osmanli imparatorluklarma ait arsiv
belgeleri ile doneme ait kisisel mektuplar ve yazigmalar1 icermektedir. Bu kaynaklar,
her iki imparatorlugun egitim deneyimlerine ve sosyo-politik gelismelerine dogrudan
bir bakis acis1 sunmaktadir. Ikincil kaynaklar olarak tarihi monografiler, akademik
makaleler ve bilimsel yazilar, Cin ve Osmanl Imparatorlugu'nun tarihi baglamlari,
sosyo-politik dinamikleri ve egitim gelismelerine iliskin daha fazla bilgi

saglamaktadir. Bu anlatimlar, birincil arsiv kaynaklarina degerli ekler olarak, ¢esitli
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bakig agilar1 ve arasgtirma bulgularim1 yorumlamak icin analitik gerceveler

sunmaktadir.

Cin ve Osmanli Imparatorlugu'nun modernlesme siireglerinde, dzellikle egitim ve
Bat1 bilgi sistemleriyle etkilesim yaklasimlarindaki benzerlik ve farkliliklari

belirlemek i¢in karsilagtirmali bir analiz yaklasimi kullanilmaktadir.

Bu tezde Cinli isimlerin transliterasyonunda Pinyin (% $f) sistemi kullanilmakta
olup, metin boyunca okunabilirlik ve tutarlilik saglamak i¢in ¢cagdas ve yaygin olarak
kabul goren romanizasyon standartlar1 takip edilmistir. Kaynaklarimin birgogu eski
oldugu ve Wade-Giles sistemini kullandigi i¢in bu isimler Pinyin sistemine
doniistiiriildii. Ornegin, Wade-Giles "Peking" Pinyin'de "Beijing" ve "Tao" "Dao"
olarak gecmektedir. Pinyin tipik olarak ton isaretlerini igerse de bu tezde

sadelestirme amaciyla ton isaretlerine yer verilmemistir.

Ayrica geleneksel karakterler yerine basitlestirilmis karakterler tercih edilmistir.

Basitlestirilmis karakterler genellikle daha az ¢izgi icerdiginden okunabilirligi ve
yazimi kolaylastirmaktadir. Ornegin, "iilke" ([&) karakteri basitlestirilmis olarak

(&), "6grenmek/calismak" (£%3) karakteri ise (%)) seklinde yazilmustir.

Belirtmek gerekir ki Cinli isimler genellikle iki boliimden olusur: soyadi (aile ad1) ve
verilen isim (kisisel isim). Ik sirada gelen soyadi genellikle tek karakterlidir.

Ardindan gelen verilen isim ise bir ya da iki karakter uzunlugunda olabilir. Ornegin,
"Wang Wei" (L 1%5) isminde "Wang" (F) soyadi, "Wei" (ffi) ise verilen isimdir.
"Zhang Sanfeng" (5K =) isminde ise "Zhang" (5K) soyadi, "Sanfeng" (=) ise

verilen isimdir.
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BOLUM II

TARIHI ARKAPLANLAR: MODERN BiR BUROKRASI
ICIN MODERN EGITIM

Tezin ana odak noktalarindan biri, Ogrencilerin yurtdisindaki deneyimlerini ve
iilkelerine  dondiiklerinde  yasadiklar1  deneyimleri  degerlendirmektir.  Bu
degerlendirmeyi kolaylastrmak amaciyla, 6grencilerin sosyal statiilerine dair bir
anlayisa sahip olmak 6nemlidir. Bu nedenle, 6grenci gonderimlerinin tarihsel arka
planini incelemeden 6nce, Cin ve Osmanli imparatorlugu'nun sosyal yapilarmin kisa
bir Ozeti, bu 6grencilerin rolleri ve deneyimlerini anlamak acisindan degerli bir

baglam saglayacaktir.
Cin ve Osmanh imparatorlugu'nun Sosyal Yapilari

Osmanli imparatorlugu'nda toplum, yonetici sinif ve reaya olmak iizere iki ana sinifa
ayrilmaktaydi. Yonetici smif, sultan tarafindan ferman yoluyla idari yetki verilen
kisilerden olusurken, farkli dini ve etnik gruplardan olusan reaya, yoOnetime
katilmayan kesimi temsil etmekteydi. Reaya’nin gorevi, dini veya etnik
kimliklerinden bagimsiz olarak, vergi ddeyip iiretim yaparak yonetici sinifa destek
olmakti. Yonetici smif, dort ana gruptan olusmaktaydi: miilkiye (saray gorevlileri),
seyfiye (askeri sinif), ilmiye (din bilginleri) ve kalemiye (idari biirokrasi). Seyfiye
smifl, agirhikli olarak askeri islerden sorumlu olmakla birlikte yiirlitme rollerini de
iistlenmekteydi. [Imiye smifi, dini, adli ve egitim islerinden sorumluyken, kalemiye
ise hiikiimetin her seviyesindeki idari gorevlilerden olugsmaktaydi. Reaya ise bu ii¢
smifin disinda kalanlar1 kapsamaktaydi. Yonetim ile ilgisi olmayan reaya, tarim,

zanaatkarlik ve ticaret yoluyla ge¢imlerini saglamaktaydi.

Reaya, cesitli dini, mezhepsel ve etnik gruplardan olugmaktaydi. Tiirklerin diginda,

Rumlar, Ermeniler, Yahudiler, Romenler, Slavlar ve Araplar gibi diger gruplar da
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Osmanli topraklarinda yasamaktaydi. Etnik unsurlardan ziyade dini aidiyet iizerinden
ayrilmaktaydilar. Devlet, her dini cemaate bir dereceye kadar 6zerklik tanimaktaydi.
Osmanl topraklarinda cemaatlerin dini temele dayali yonetimine “Millet Sistemi”

denmekteydi.

Islam toplumlarinda yaygin olarak gériildiigii gibi, Osmanli Imparatorlugu'nun
kozmopolit ruhunu yansitan sosyal yapisi, degismez bir sinif sistemine sahip degildi.
Toplumun alt smiflarindan gelen bireylerin yetenek ve gayretle 6nemli mevkilere
ulagsma potansiyeline sahip olmalari, Osmanli sosyal ve siyasi yapisinin karakteristik

Ozelliklerindendi.

Buna karsilik, Cin tamamen farkli bir medeniyet temeline sahipti. Bati’nin Semavi
dini geleneklerinden farkli olarak, Cin'in dini ve felsefi sistemleri tek bir yaratici
tanr1 veya evrenin bilingli yaratim anlatis1 tizerinde yogunlagmamisti. Bunun yerine,
uyum, denge ve i¢c ice gecmislik ilkelerine odaklanmaktaydilar. Ornegin
Konfiigyiisciiliik, ahlaki ve etik degerler, sosyal uyum ve hayirseverlik ve dogruluk
gibi erdemlerin gelisimini Onceleyerek bireylerin toplum iginde uyum iginde
yasamalar1 gerektigine odaklanmistir. Tanri’nin varligi veya evrenin yaratimi iizerine
yogunlasmamistir. Benzer sekilde Daoizm, evrenin dogal diizenini temsil eden
Dao'ya (yol) gore yasamay1 vurgular ve teolojik spekiilasyonlardan ziyade yasamin
dogal akisma uyum saglamay1 tesvik eder. Cin kiiltiiriinde atalara tapinma, dogayla
iligkili ¢esitli tanr1 ve ruhlara tapinma gibi pratikler bulunmasina ragmen, bunlar
genellikle daha pragmatik olup kutsamalar, koruma ve rehberlik arayisina
odaklanmistir. Bagka bir deyisle, Cin'in dini ve felsefi gelenekleri pratik etik, dogayla
uyum ve sosyal diizeni teistik inanclardan veya yaratilis anlatilarindan daha 6n

planda tutmustur.

Cin’in ana akim felsefeleri, Ozellikle Konflicyiisgiiliik, sosyal yapiyr etkileyen
unsurlar arasindadir. Imparatorluk Cin toplumunda, geleneksel olarak dort ana smif
bulunmaktaydi: bilgeler (okumuslar), koyliiler, zanaatkarlar ve tiiccarlar. Bilge sinifi,
egitimli bireylerden olusur ve en yiiksek statiiye sahipken, tiiccarlar ekonomik
giiclerine ragmen en altta yer alirdi. Cin’de “Imparatorluk Sivil Hizmet Sinavi”
sistemi, liyakata dayali olarak devlet memurlarin1 segcmek iizere tasarlanmis zorlu,

cok asamali smnav sistemiydi. Bu sistem, ozellikle alt smiflardan bireylerin statii
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kazanmalarina olanak taniyan bir firsattl. Ancak Qing Hanedani’ndaki imparatorluk
smav sistemi, koyliiler ve zanaatkarlar icin sosyal hareketliligi Onemli Olcilide
artirmadi. Swnav sistemi, ¢ogunlukla yliksek sosyal smniflardan gelen bireyler igin
avantaj sagladi. Her ne kadar alt sosyal kokenlere sahip olanlar teknik olarak
smavlara girme hakkina sahip olsa da, gerekli egitimi almak i¢in gereken maddi ve
kiiltiirel kaynaklardan yoksun olmalari, smnavlarda basariya ulagmalarmni
zorlagtirmaktaydi. Bu nedenle, sistem sosyal yiikselme firsati sunsa da, daha c¢ok
ayricalikli  kesimden gelenlerin devlet gorevlerine daha kolay erigsmelerini

saglamakta ve ustiinliiklerini pekistirmekteydi.

Cin tarim temelli bir iilke oldugu igin, Osmanli Imparatorlugu'na benzer sekilde,
toprak en Onemli servet kaynagiydi. Cin tarihi boyunca, sosyal ve ekonomik
diisiinceler ve siyaset, toprak kullanimi ve dagilimi etrafinda sekillenmistir. Cinli
disiiniirler, toplumlarinda “kok™ ve “dal” olarak adlandirdiklar1 kavramlar tizerinden
toplumlar1 diisiinmiislerdir. "Kok", tarmmi ifade ederken, "dal" ticareti ifade
etmektedir. Bu ayrim, tarim ve ticaret arasindaki farkli endiselere dayanmaktaydi.
Tarmm, tretim ile ilgilenirken, ticaret yalnizca degisimle ilgilenmekteydi. Tarim
iilkesi olarak, ciftcilik temel tiretim sekli olarak kabul edilmekteydi. Bu dikotomi,
ciftcilerin tehlike aninda iilkelerinde kalma ihtimalinin daha yiiksek oldugu,
tiiccarlarin ise kagma ihtimalinin daha yiiksek oldugu anlamina gelmektedir. Bu
nedenle, Cin diisiincesinde tarim, ekonomik olarak ticaretten daha 6nemli goriilmekte

ve ¢ift¢ilerin yasam tarzi tiiccarlara kiyasla iistiin sayilmaktaydi.

Cin’in Bati ile Karsilasmasi

Cin, diinyanin en eski ve en kalabalik medeniyetlerinden biridir. Cografi olarak Dogu
Asya’nm bir pargasi olarak kabul edilse de, Cinliler iilkelerini “merkezi iilke/krallik
anlamma gelen “Zhongguo” (" &) olarak adlandirarak, kendi iilke ve
medeniyetlerinin merkeziligini vurgularlar. Cin, tarihi boyunca dig Kkiiltiirlerle
etkilesimde bulunmustur, ancak bu etkilesimler genellikle Budizmde de oldugu gibi
yabanct unsurlarin yerel kiiltiirel baglama uyarlanarak 06ziimsendigi ‘Cinlesme’
stireciyle sonu¢lanmistir. Bu durum, Cin’in dis kiiltiirel etkileri segici bir yaklasimla
entegre ederek kiiltlirel biitlinliglinii korudugunu goéstermektedir. Buna karsilik,
Osmanli Imparatorlugu, dis kiiltiirlerle olan etkilesimlerinde daha cesitli bir yaklasim
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sergilemis ve Bati kiiltiirii ile etkilesimi, kiiltiirel ¢esitliligi arttirarak daha genis bir
entegrasyon siirecine yol agmisti. Bu baglamda, Cin’in dis kiiltiirlerle olan
etkilesimlerinin Osmanli Imparatorlugu'na kiyasla daha smirl ve ozellesmis bir

stirecle gergeklestigi goriilmektedir.

On dokuzuncu yiizyilda modernlesme siireci agisindan, Cin’in Qing hiikiimetinin
(1644-1912) Bati’dan teknoloji 6grenmenin onemini kavramalarina sebep olan bazi
doniim noktalar1 meydana geldi. Bu olaylar, Cin’in biiylik zorluklarla ylizlesmesine
neden oldu. Bu olaylar arasinda en 6nemlilerinden biri, Birinci Afyon Savasi’ndaki
(1839-1842) yenilgi ve ardindan gelen Nanjing Antlasmas1’dir (Fd 5552, 1842). Bu
antlasma, Cin’i bes ticaret limanmni (Sanghay, Ningbo, Xiamen, Fuzhou ve
Guangzhou) yabancilara agmaya ve Hong Kong’u Ingiltere’ye devretmeye zorlad.
Ikinci Afyon Savasi (1856-1860), Cin’in Tianjin Antlasmasi'n1 (1858) ve Pekin
Konvansiyonu’nu (1t 5 2% £, 1860) imzalayarak Cin’e ek esitsiz antlasmalar
dayatmasina neden oldu. Ayni zamanda, Qing hiikiimeti i¢ sorunlarla da basa
cikmaya calisti. Bunlar arasinda en zor olani, Batili ve bolgesel giiclerin yardimiyla

bastirilan Taiping Ayaklanmasi (K1~ K [Eiz2 3], 1850-1864) idi.

On dokuzuncu yilizyilda meydana gelen bu olaylar, Cin’in modernlesme
donemlerinden birinin baslatti. Qing Hanedanligi (1644-1911) doneminde ¢esitli
modernlesme siiregleri yagsanmustir. Bu siireglerin ilki, Tongzhi Restorasyonu ([F]7G
th . 1862-1874) olup, Tongzhi Imparatoru doneminde gergeklesmistir. Bu
donemde, Prens Gong (Yi Xin) ve Wenxiang gibi figiirler nemli roller listlenmis ve
hanedanin giiciinii yeniden saglamayr amacglamislardir. Prens Gong ve Wenxiang,
Bat1 ile diplomatik iliskileri gelistirmeye calisti. Bu donemdeki diger onemli bir
modernlesme cabasi ise 1895 yilina kadar siiren Kendini Giiclendirme Hareketi'dir
(H5%2IZ3))). "Cin 6grenimi 6z, Bat1 6grenimi fayda icindir" (581K, P M)
ilkesi benimsenmis ve Batr’nin bilim ve teknolojisinden faydalanarak iilkeyi
giiclendirmek hedeflenmistir. Kendini Gii¢clendirme Hareketi, askeri ve teknolojik
modernlesmeye odaklanmigstir. Taiping Ayaklanmasi'ni bastirmak i¢in yardim istenen,
Qing ordusundan bagimsiz bolgesel askeri giiclere sahip Zeng Guofan, Li

Hongzhang ve Zuo Zongtang gibi dnemli figiirler bu hareketin ana aktorleri haline
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gelmistir. Bu figlirler Cin’i Bati’nin askeri teknolojileri ve endiistriyel bilgilerini

edinerek giiclendirmeyi hedeflemislerdir.

Ancak, 1894-1895 yillar1 arasindaki Birinci Cin-Japon Savasi'nda alinan yenilgi, bu
reformlarin yetersizligini ortaya ¢ikardi. Bu yenilginin ardindan Kang Youwei ve
Liang Qichao gibi reformistler, Japonya'nin modernlesmedeki basarilarina isaret
ederek daha kapsamli reform cagrisinda bulundular. Guangxu Imparatoru’nun
destegiyle, 1898°’de Yiiz Giin Reformlar1 (F H7%87%) olarak bilinen siire¢ basladi.
Kang Youwei ve Liang Qichao gibi reformistler, sadece 6z-fayda (ti-yong) ayrimini
korumakla kalmayip, bircok Bati degerinin Cin gelenegine yalnizca bir ekleme
olarak degil, ayni zamanda bu gelenegin i¢ine entegre edilmesi gerektigini
savundular. Bu reformlar, muhafazakar saray mensuplar1 ve Imparatorige Cixi'nin

kars1 ¢ikmas1 nedeniyle sadece yiiz giin siirebildi.

Bu reformlarin basarisizligi, Cin halki arasinda Bati karsit1 bir duyarliligin
yiikselmesine yol agt1 ve nihayetinde 1900°de Boxer Ayaklanmasi’na ( X fl[#iz %))
sebep oldu. Bu ayaklanma, yabanci giiclere karsi bir tepki olarak ortaya cikti.
Sonrasinda, 1901°den 1911°¢ kadar olan donemde, Yeni Qing Reformlar1 olarak
bilinen modernlesme reformlar1 baslatildi. Bu reformlar, Cin'i anayasal yonetime
dogru tasimayr amagclarken, ayni zamanda modern egitim ve idari sistemleri
gelistirmeyi hedefliyordu. Bu reformlarin 6nemli bir bileseni, uzun siiredir
imparatorluk biirokrasisinin temeli olan geleneksel devlet memurlugu simav
sisteminin kaldirilmasiydi. Egitim sistemi ve idari yapidaki bu kokli degisiklikler,
Cin'in daha c¢agdas bir yonetim bi¢cimine hazirlanmasi ve kiiresel devletcilik ve
egitim egilimlerine uyum saglamasi1 amacini tasityordu. Boxer Ayaklanmasi'nin
ardindan 1900'de baslatilan bu reform cabalarina ragmen, koylii ayaklanmalar1 ve
devrimci olaylar sonucunda hanedan sona ermis ve 1912'de Cin Cumbhuriyeti

kurulmustur.
Tezin odaklandig tarihsel siire¢ igerisinde bahsedilen modernlesme donemi Tongzhi

ve Kendini Giiclendirme Hareketidir. Dolayisiyla tez boyunca Cin’in modernlesme

stireci ile ilgili yapilan yorumlar bu donemler 6zelindedir.
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Cin’de Egitimin Modernlesmesi

Cin’de geleneksel egitim sistemi, Konfligyiis ilkeleri dogrultusunda "Bes Klasik" ve
"Dort Kitap" gibi metinlere dayantyordu ve imparatorluk sinavlariyla devlet memuru
yetistirilmesine odaklaniyordu. Ancak 19. yiizyilda, hizla degisen diinya sartlarina
uyum saglamak isteyen reformcular, bu smav sisteminin modern ihtiyaglara cevap
vermekte yetersiz oldugunu fark ettiler. Matematik, bilim ve yabanci diller gibi
konular1 da iceren bir miifredat i¢cin reform cabalar1 baslatildi, ancak muhafazakar
biirokratlarin direnci bu siire¢te zorluk yaratti. imparatorluk smav sistemi ancak

1905°te kaldirildu.

Modernlesme siirecinde, Cin’de misyoner okullar1 ve hiikiimet destekli dil okullar1
olmak iizere iki ana egitim tiirii 6ne ¢ikti. Misyoner okullari, Hristiyanlikla birlikte
Bat1 bilgisini 6gretirken, hiikiimet okullar1 ise diplomasi ve yabanci dil becerilerini
gelistirmeyi hedefliyordu. 1842 Nanjing Antlasmasi ve 1858 Tianjin Antlagmasi gibi
anlasmalar, Cin’de misyoner faaliyetlerinin yayilmasina olanak tanidi. Misyonerler,
okullar acarak Bat1 bilim ve dil egitimini Cin’de aktif hale getirdiler ve ayn1 zamanda

basimevleri kurarak Bati1 bilimine dair kitaplar yayinladilar.

Cin'deki Misyoner Okullar1 ve Devlet Okullar:

Misyoner Okullar:: Cin'in Bati ile iligkiler kurdugu 18. yiizyil sonlarindan itibaren,
Hristiyan misyonerler Cin topluluklarmma yonelik ilk okullar1 Malezya'da agmustir.
Ornegin, 1818'de Malakka'da ve 1834'te Makao'da kurulan Morrison Education
Society School (J:4£45B%), 1842'de Hong Kong'a taginarak Cin’deki en onemli
misyoner okullarindan biri olmustur. Bu okullar baslangigta temel diizeyde egitim
verip az sayida Ogrenci kabul etmistir. Bati kiiltiiriini Cin toplumuna tanitan
misyoner okullari, din egitiminin yani sira matematik, astronomi, dil egitimi gibi

alanlarda egitim sunmustur.

Misyoner okullari, 6zellikle diigiik gelirli ailelerin ¢ocuklarma iicretsiz egitim
sundugu icin, mezunlar genellikle toplumun alt siniflarmdandi. Bu ogrenciler
arasinda Hristiyanlig1 benimseyenler de bulunmaktaydi. Ancak sosyal kokenleri ve

dini inanglar1 nedeniyle Qing hiikiimeti, bu okullardan mezun olan Cinli 6grencileri

154



yabanci terclimanlar yerine istthdam etme konusunda temkinli davranmistir.
Misyoner okullar1 ayrica kiz 6grencilerin egitimine olanak tanidigi i¢in toplumdan

elestiri almistir.

Devlet Okullari: 19. ylizyilda Bati ile artan iliskiler dogrultusunda, Cin'de Bati
dillerini ve kiiltiiriinii 6grenebilecek diplomat ve uzmanlara ihtiyag duyulmustur. Bu
amagla Zongli Yamen (&L FEfE []) ve Tongwen Guan ([ 3C1H) gibi kurumlar
kurulmustur. Ozellikle Tongwen Guan, 1862°de bir dil okulu olarak kurulmus ancak
zamanla astronomi, matematik, kimya gibi Bat1 bilimlerini de 6gretmeye baslamistir.
Okul, modern Cin egitiminde Bat1 tarzinda kurulan ilk hiikiimet okulu olarak kabul

edilir.

Qing hiikiimetinin modernlesme gabalarmin bir pargasi olarak Feng Guifen ({%155)
ve Li Hongzhang (ZF 7 %i) gibi devlet adamlarmin onerileriyle Sanghay ve
Kanton'da Bati dillerini 68reten okullar acilmistir. Bu okullarm amaci, devletin
savunma sanayisini gelistirmek i¢cin Bat1 teknolojilerinden faydalanmakti. Li
Hongzhang'in destekledigi Tianjin Askeri Akademisi (B3 M2~ %E) gibi okullar
modern askeri egitim sunmus; ayrica Jiangnan Imalat Biirosu (VL7 & &L 7)) gibi

kuruluslarla Cin'in askeri kapasitesini artirmay1 hedeflemistir.

Qing donemi Cin'inde modern egitim alaninda yapilan bu yenilik¢i adimlar, Bati
dillerini bilen yetkin diplomatlar yetistirmek, teknolojik ve askeri kapasiteyi
giiglendirmek amaci tasmmustir. Ozellikle Tongwen Guan gibi dil okullari, Bati
bilimlerinin ve dillerinin 6grenilmesine olanak saglayarak Cin'in Bati ile olan

diplomatik ve teknolojik iligkilerini gelistirmede 6nemli rol oynamistir.
Dogudan Batiya: Cinli Ogrencilerin Ilk Yurtdisi Seriiveni
Tezin konusu olan Cin Egitim Misyonu'ndan (CEM) 6nce Cinli dgrenciler devlet

kanallari, kendi imkénlar1 veya misyoner girisimleri araciligiyla yurt digina gitme

firsat1 bulmustur.
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Misyonerler tarafindan desteklenen 6grencilerden Kong Chai Weng ve Chu Kiung
Tong, Bishop Boone ile New York’a gittiler. Yung Kuing Yen ve Yang He Ting de
dahil olmak iizere birka¢ 6grenci 1854-1857 yillar1 arasinda New York’a gonderildi.

Bu 6grenciler vaftiz edildi ve dondiiklerinde misyoner olarak gorev aldilar.

Wu Ting-fang (ffi ¥ 75) (1842-1922) gibi kendi imkanlariyla giden bagimsiz
ogrencilerden bazilar1 da yurt disinda egitim aldi. Bir tiiccarin oglu olan Wu Ting-
fang, hukuk egitimi almak igin Londra’ya gitti. Aym sekilde, Gu Hongming (%)

(1856-1927) iskogya, Berlin ve Paris’te egitim alan tanmnmis dgrencilerden biriydi.

Devlet tarafindan saglanan firsatlara gelince, ilki Binchun Misyonu (V&A% f# 4] Bin
Chun shi tuan) olarak adlandirilan ve 1866 yilinda gerceklesen bir misyondur. Ingiliz
diplomat ve Cin Giimriik Idaresi baskani Robert Hart’in Onerisiyle Tongwen
Guan’dan o6grenciler se¢ilmis ve memleketine yaptig1 ziyarette Robert Hart’a eslik
etmiglerdir. Qing hiikiimeti, Bat1 llkelerini ziyaret eden bir Ogrenci grubunu
yonetmesi i¢in Sekiz Sancak (Bannerman) kokenli bir yetkili olan Bin Chun (X&#5)
(1804-1871) ve oglu Guang Ying’i (&) atadi. Bu ziyarete ¢evirmen olarak katilan
ogrenciler arasinda Feng Yi (JAX), Zhang Deyi (7K/#%%) ve Yan Hui (= &) vard.
Heyet Ingiltere, Fransa, Hollanda, Prusya ve Danimarka dahil olmak iizere on bir
iilkeyi ziyaret etti. Ziyaret sonrasi, Bin Chun deneyimlerini “Salla Yolculuk Giincesi”

( {3R#EZE1C) ) adh eserinde, Zhang Deyi ise seyahatini “Deniz Yolculugu Anilar1”
( {WiiEFRE) ) adli eserinde kaleme aldi.

Binchun misyonuna katilan bazi dgrenciler, 1868 ile 1870 yillar1 arasinda Amerika
ve Avrupa’yr gezen Burlingame misyonunun da bir pargasi oldular. Iki dgrenci de
1870-1871 yillar1 arasmnda Fransa’ya giden Chonghou (5%J%) misyonuna katildi.
Misyonerlerin gonderdigi 6grenciler ve hiikiimetin gonderdigi dgrenciler arasmdaki
temel fark, misyonerlerin d6grencilere egitim alma amaciyla yurt digina gondermesi
iken hiikiimetin bdyle bir amacinm olmamasiydi. Qing hiikiimetinin temel amaci

ogrencilerin Bat1 diinyasmni gézlemlemesiydi.

Osmanh imparatorlugu
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Osmanli Imparatorlugu, geleneksel tarima dayali ¢cok etnikli bir imparatorluk olarak
19. ylizyila kadar gelismisti. 19. yiizyilda i¢c ve dis sorunlar nedeniyle askeri ve
ekonomik agidan Bati'nin giiciiyle yiizlesmek zorunda kalmistir. I¢ isyanlar ve dis
savaglar ile anlagmalar sonucunda yasanan toprak kayiplari, zorluklar yaratmistir. Bu
nedenle Osmanli yoneticileri ve aydinlari, oncelikli olarak askeri alanda olmakla
birlikte modernlesme siirecini baslatmiglardir. Tanzimat Ferman1 (1839) ve Islahat
Fermani (1856) araciligiyla reform hareketleri baslatilarak modern bir devlet yapisi

olusturulmaya ¢alisilmstir.

Osmanh Imparatorlugu'nda Ogrenci Gonderme Politikalari

Osmanli imparatorlugu'nda Bat1 tarz1 egitim almak i¢in dgrenci gonderme fikri, ilk
olarak Sultan II. Mahmud déneminde (1808-1839) ortaya ¢ikti. Bu dgrenciler, basta
askeri alan olmak iizere ¢esitli alanlarda Bat1 bilgisine erismeleri i¢in gonderildiler.
Osmanli hiikiimeti, bu o6grencilerin Avrupa’daki bilimsel ve teknik gelismeleri
ogrenerek geri donmelerini ve imparatorlugun modernlesme siirecine katkida
bulunmalarmi bekliyordu. Bu 0&grenciler, Bati’daki teknolojiyi ve yeni bilgi

sistemlerini Osmanli Imparatorlugu'na tasimak amaciyla segilmislerdi.

[k olarak, 1830 yilinda bes dgrenci Londra’ya askeri egitim icin génderildi ve daha
sonra bunu farkl iilkelerde egitim gérmek icin gonderilen diger gruplar izledi. Bu
sirecte Fransa, Almanya, Avusturya ve Ingiltere gibi iilkeler popiiler egitim
destinasyonlartydi. 19. ylizy1l boyunca bu 6grencilerin ¢cogu askeri ve miihendislik
alanlarinda egitim aldi; ancak zamanla hukuk, tip ve yonetim gibi sivil alanlarda da

ogrenci gdonderilmeye baslandi.

Bu 6grencilerin yurt disinda karsilastiklar: kiiltiirel ortam ve uyum sorunlar1 oldukga
dikkat ¢ekiciydi. Bu donemde Bati'min bilim ve teknoloji konusundaki {stiinligi
kabul edilirken, toplumsal ve ahlaki degerlerinin Osmanli toplumuyla uyumlu
olmadig1 goriisii de hakimdi. Yine de bu 6grenciler, Osmanli'nin modernlesme

cabalarinin temel tasi olarak 6nemli roller tistlendiler.
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BOLUM III

Simirlar1 Asmak: Ogrencilerin Yurtdisina Gonderimi

Cin Egitim Misyonu'ndan Once: ilk Ogrenciler Yurtdisinda

Batili iilkelerde Bati bilgisini edinmek amaciyla 6grenci ve personel gonderme
onerileri yapilsa da ekonomik kisitlamalar ve smirl baglantilar gibi pratik zorluklar
bu oOnerilerin uygulanmasini zorlagtirmistir. Bununla birlikte hem misyonerler hem
de Cin hiikiimeti birka¢ 6grenciyi yurtdigina gondermistir. Hiikiimetin temel amaci,
bu 6grencileri Bati’daki ilerlemeleri gozlemlemek i¢in gondermekken, misyonerler
daha genis egitim firsatlar1 saglamayir amacglamistir. Misyonerler tarafindan

gonderilen dikkate deger bir 6grenci Yung Wing, Cinde bilinen adiyla Rong Hong
(%K) (1828-1912) olup, daha sonra Cin Egitim Misyonu'nu (CEM) 6neren kisidir.

Yung Wing, bir Bat1 (Amerikan) liniversitesinden mezun olan ilk Cinli kisidir. Yung
Wing'den once, 19. yiizyilin baslarinda bes Cinli kisi, 1818 ile 1825 yillar1 arasinda
Connecticut, Cornwall'daki bir yabanci misyon okuluna katilmistir. Bu bes kisi Wong
Arce, Ah Lan, Ah Lum, Chop Ah See ve Lieaou Ah-See'dir. Licaou Ah-See daha
sonra William Botelho ismini benimsemis ve Amerika'daki ilk Cinli Protestan

doniistiiriicii olarak kaydedilmistir. Ah Lum ise Zongli Yamen'de ¢evirmen olmustur.

Diger bir drnek ise Zeng Laishun (% K Jii0) (18267 -1895) olarak bilinen Zeng

Lansheng (% == 4E) olup, ge¢ 19. yiizyilda yurt disinda egitimde ve kendini
giiclendirme hareketinde 6ncii bir rol oynamistir. Zeng, 1843 yilinda Yung Wing'den
dort y1l once Amerika Birlesik Devletleri'ne gelmis ve Hamilton College'da kisa bir
siire egitim almis, ancak mali zorluklar nedeniyle egitimini tamamlayamamustur.

Daha sonra, Cin Egitim Misyonu'na katilmis ve hazirlik okulunda Ingilizce
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Ogretmeni olarak gorev almistir. Ayrica, Zeng Laishun, CEM 6grencileri ile birlikte

bir ¢evirmen olarak Amerika’ya gitmistir.

Koprii Kurucu: Yung Wing ve Sino-Amerikan Egitimi

Yung Wing, Cin ile Amerika Birlesik Devletleri arasindaki egitim programini
kolaylastirmada kritik bir rol oynamistir. Yung Wing, bir Amerikan iiniversitesinden
mezun olan ilk Cinli olup, modern egitimi Cin’de tesvik etmek amaciyla Cin Egitim
Misyonu'nu (CEM) baslatmistir. "My Life in China and America" adl
otobiyografisini yazmis ve burada bir akademisyen ve diplomat olarak deneyimlerini

aktarmustir.

Yung Wing’in otobiyografisi, 1830’larda Hristiyan misyonerlerin rehberliginde
Cin’de Bat1 egitimini detaylandirmaktadir. Yedi yasmmdayken Mrs. Gutzlaff’in
misyoner okuluna gitmeye baglamisti. Yung Wing’in Bati egitimiyle ilk
karsilagmasi, onun modern egitimi tesvik etme roliinii etkilemistir. 1839 yilinda Mrs.
Gutzlaffm okulu kapatildiginda, Yung Wing koyiine geri donerek “Cin

calismalarina” ("2%) devam etmek zorunda kalmustir.

Sino-Britanya Afyon Savasi 1840 yilinda patlak verdiginde, Yung Wing’in Mrs.
Gutzlaff’m okulundaki egitimi sayesinde kazandig1 Ingilizce bilgisi degerli bir
avantaj haline geldi. Sonug olarak, Katolik bir papazin yardimcisi olarak is bulmus
ve bu durum Onemli bir firsat saglamistir. Okul kapandiktan sonra, Yung Wing’in
Amerika’ya gitmeden once Mrs. Gutzlaff, Dr. Benjamin Hobson’1, yeni kurulan
Morrison Egitim Dernegi Okulu’na kaydetmesi i¢in istekte bulunmustur. Yung

Wing’in ailesi, alisilmadik egitimi i¢in baslangicta tereddiit etse de, kabul etmistir.

Morrison Egitim Dernegi Okulu 1839 yilinda kurulmus ve Amerikali misyoner Rev.
Samuel Robbins Brown (1810-1880) tarafindan yOnetilmistir. Yung Wing, 1841
yilinda okula kaydoldugunda, bes bagka ¢ocugun daha kayd1 yapilmist:: Wong Shing,
Li Kan, Chow Wan, Tong Chik ve Wong Foon. 1847 yilinda, Mr. Brown saglik

sorunlar1 nedeniyle Amerika’ya geri donmeye karar verdi ve ili¢ dgrenciyi yanina
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alarak egitimlerini tamamlamalarmi 6nerdi. Yung Wing, Wong Foon ve Wong Shing

ile birlikte bu firsat1 degerlendiren ilk goniillii olmustur.

Bu o6grenciler arasinda Wong Foon (Huang Kuan ¥ %) (1829-78), Edinburgh
Universitesi'nde tip okumus ve Bati tibbinda diploma alan ilk Cinli kisi olma
unvanini kazanmustir. Wong Shing (Huang Sheng ¥ 5) (6. 1902), yirmi y1l boyunca
Londra Misyoner Cemiyeti baskisinin yonetici yardimcis: olarak cesitli gérevlerde
bulunmus, daha sonra Wang Tao ile birlikte Universal Circulating Herald ( {fi¥=H
#) ) adli giinliik Cin gazetesini kurmustur. Cin Egitim Misyonu'nun (CEM) ikinci
grubuna liderlik etmis ve Washington'daki Cin legasyonu i¢in ¢evirmenlik yapmustir.
Nihayetinde Yung Wing, 1854 yilinda Yale Universitesi’'nden mezun olup, Cin’e

donmiistiir.

Rev. Samuel Robbins Brown’in yardimiyla, Yung Wing 1847 yilinda Amerika’da
egitimine devam etmek i¢in Cin’den ayrilmis ve 1854 yilina kadar orada kalmistir.
Amerika’da bulundugu siire zarfinda Batililarin dili ve yasam tarzin1 benimsemistir.
Doniisiinde, 6zellikle de memleketinde konusulan Kanton lehgesini unuttugu icin,
Cince ¢aligmak zorunda kalmistir. Dil sorunlar1 ve aldigi Bati egitimine yeterince
deger verilmemesi nedeniyle is bulmada zorluk c¢ekmistir. Ayrica, yeterli
Konfiigyanist egitiminin olmamasi da is bulmasinda 6nemli bir eksiklik olmustur. Bu

sirada Cin, hala Bat1 uygulamalarini kabul etme konusunda sikintilar yasamaktaydi.

Yung Wing, otobiyografisinde s0yle demektedir:
‘ Ben, Ozgiir bir egitimin konvansiyonel standart ve fikrine ulagsmistim.
Dolayisiyla, kendimi egitilmis bir adam olarak adlandirabiliyor ve bu sifatla kendime
“Egitimimle ne yapacagim?” sorusunu sormam gerektigini diisiinliyordum.
Kolejimin son yilmin kapanmasmdan Once, ne yapacagimi zaten tasarlamistim.
Cin’in ylikselen neslinin benim gibi egitim avantajlarina sahip olmasini saglamay1 ve
Bat1 egitimi araciligiyla Cin’in yenilenip, aydmlanp gili¢lii hale gelmesini

amacliyordum.’
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Onun vurguladig: gibi, egitiminde edindigi 6zgiirliikk, onu sadece kisisel degil, ayn1
zamanda toplumsal sorumluluk tasiyan bir birey haline getirmistir. Egitiminin igsel
basarisint ve gelecek nesillerin egitimine katkida bulunma arzusunu belirgin bir
sekilde ifade etmistir. Yung Wing, ABD doniisiinde, Bat1 egitimi i¢in miikemmel bir

ornek olmay1 hedeflemis ve bu, onu CEM’nin dnciisii yapmustir.

Yung Wing’in Onerisi, Cin hiikiimeti tarafindan genis ¢apta kabul gormiis ve 1872°de
ilk grup Ogrenci yurtdismna gonderilmistir. Yung Wing ve digerlerinin, iilkenin

modernlesme siirecine 6nemli katkilarda bulundugu gézlemlenmistir.

Osmanh Imparatorlugu'nda Ogrenci Gonderim Siirecleri

Osmanli Imparatorlugu'nda, yurt disina ogrenci gdnderme siireci, devletin
modernlesme cabalarinin 6nemli bir pargast olmustur. 1830'lu yillarin baglarindan
itibaren, Ozellikle de II. Mahmud doneminde, Osmanli yonetimi, Bat1 egitimi ve
kiiltiirii ile tanmismak amaciyla geng nesilleri yurtdisina gondermeye baglamistir. Bu
ogrencilerin ¢ogu, askeri ve sivil biirokraside gorev alacak kisiler olarak se¢ilmistir.
Bu siire¢, Osmanli imparatorlugu'nun Batili gii¢lerle rekabet edebilmek igin ihtiyag

duydugu modernlesme c¢abalarinin bir parcasi olarak 6ne ¢ikmistur.

Osmanli Imparatorlugu'nun Bati ile olan iliskileri, 8grenci gonderme politikalarmim
sekillenmesinde Onemli bir rol oynamistir. Batili iilkelerin askeri ve ekonomik
giigleri, Osmanli yonetimini modern egitim sistemleri kurmaya ve yurt disina 6grenci
gondermeye tesvik etmistir. Ogrenciler, zellikle Fransa, Almanya ve Ingiltere gibi
Batili iilkelerde egitim almis, edindikleri bilgileri ve deneyimleri iilkeye geri

getirerek modernlesme siirecine katkida bulunmuslardir.

Osmanli yonetimi, yurt dismna gonderilen Ogrencilere egitimleri sirasimda maddi
destek saglamis, ayn1 zamanda doniislerinde devlet biirokrasisinde gorev alacaklarina
dair  taahhiitlerde  bulunmustur.  Ogrenci  gdnderme  siireci, Osmanl
Imparatorlugu’nun sosyal yapismi da etkilemistir. Yurtdisinda egitim alan gengler,
yeni fikirler ve diinya goriigleri ile donanmis olarak donmiislerdir. Bu durum,

Osmanl toplumu i¢inde modernlesme ve reform hareketlerine zemin hazirlamistir.
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Ogrencilerin yurtdisindaki deneyimleri, Osmanli Imparatorlugu'ndaki sosyal, kiiltiirel

ve politik degisimlerin temel dinamiklerinden biri haline gelmistir.

Osmanh ve Cin: Ogrenci Gonderim Politikalarinda Paralellikler

Osmanli Imparatorlugu ve Cin, modernlesme siireglerinde yurt disina ogrenci
gonderme politikalarin1 benimsemiglerdir. Her iki imparatorluk da Bati ile rekabet
edebilmek i¢in geng nesilleri yurtdisinda egitim almaya tesvik etmistir. Ancak, bu iki
imparatorluk arasindaki farkliliklar, G6grenci gonderme siireclerinin etkilerini

belirlemistir.

Osmanli Imparatorlugu'nda, 6grenci génderme politikalar1 devletin kontroliinde ve
planlt bir sekilde gerceklestirilmistir. Devlet, yurtdisinda egitim alan genglerin geri
donmelerini ve edindikleri bilgileri lilkeye kazandirmalarini tegvik etmistir. Bu siirec,
Osmanli Imparatorlugunun modernlesme ¢abalarmi desteklemis ve devlet

biirokrasisinin yenilenmesine katkida bulunmustur.

Cin ise, yurt disina 6grenci gonderme siirecinde daha karmasik bir yap1 sergilemistir.
Yung Wing gibi Onciiler, Bat1 egitimi i¢in biiylik caba sarf etmislerdir. Ancak
ogrencilerin Batr’daki deneyimleri, doniiste kendilerine sunulan firsatlarla
uyumsuzluk yaratmig ve bu durum, toplumda bir memnuniyetsizlik duygusu

dogurmustur.

Bu iki imparatorluk arasindaki bu farkliliklar, modernlesme siireclerinin
karmasikhigini ortaya koymaktadir. Ogrenci gonderme politikalari, her iki
imparatorlugun da Bati ile olan iliskilerini sekillendirmis, sosyal yapilarinda 6nemli
degisiklikler yaratmistir. Ancak, Osmanli Imparatorlugu'nun 6grenci gonderme
stirecindeki sistematik yaklagimi, Cin'in karsilastig1 zorluklarla kiyaslandiginda daha

basarili bir modernlesme siireci ortaya koymustur.

CEM Ogrencilerinin Kaydi ve Gonderilisi

Qing sarayma yazdiklar1 dilek¢cede, Zeng Guofan ve Li Hongzhang, 6grencilerin

Bati'ya, Ozellikle de Amerika'ya gonderilmesinin dnemini vurgulamislardir. Bu
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kararda dnemli bir faktor olarak Burlingame Antlasmasi'na dikkat ¢ekilmistir. Ayrica,
Yung Wing'in Amerika'ya asina olmasi, buray1 bir destinasyon olarak se¢melerinin
baska bir belirgin sebebiydi. Dilek¢ede, iki ©Onemli zorluktan bahsedilmistir;
yetenekli Ogrencileri segmek ve finansman saglamak. Bu zorluklar1 asmak igin
oneriler de sunulmustur. Ornegin, 120 6grenciyi bir arada gondermek yerine,

ogrenciler 30 kisilik dort gruba ayrildi.

Plan, 12 ve 15 yasindaki ¢ocuklar: se¢ilip 15 yil Batida egitim aldiktan sonra Cin'e
donmeleriydi. Ulkelerine dondiiklerinde yaklasik 30 yasinda olacaklard: ki bu da
etkinliklerinin zirve noktasi olarak kabul ediliyordu, bu sayede 6nemli basarilar elde
edebileceklerdi. Ogrencilerin segimi icin Sanghay'da zeki ¢ocuklari ziyaret edip
secmek amaciyla bir biiro kurulmasi planlandi. Dilek¢e ayrica Ningbo (T 7%),
Guangdong (/7 78) ve Fujian (#& %) gibi kiy1 kasabalarindan daha énce yurt disina
cikip diller o6grendiklerini belirtti. Ancak, bu kisilerin birincil amac1 ticari
faaliyetlerde bulunmak oldugu i¢in, dil becerileri esas olarak bu alanla sinirliydi. Bu
nedenle zaman ve finansman kaybmi dnlemek i¢in, devlet destekli 6grencilerin se¢im
stirecinin biiylik bir titizlikle yiirtitiilmesi gerekiyordu. Secilen 6grencilerin, farkli
akademik alanlarda uzmanlar ve komisyon iiyeleri tarafindan rehberlik edilmesi

kararlastirildi.

Ogrenci se¢imi icin, devlet destekli egitim programi hakkinda haber yaymak zor bir
stirecti. Ayrica, haberi alan birgok kisi endiseliydi. Yerel yaslilar, cocuklarim CEM'e
kaydolmalarin1 engellemek i¢in korkutucu hikayeler anlattilar. Bir erkek 6grenci,
yashilardan duydugu bazi sdylentileri su sekilde hatirladi: "Oradaki [Amerika] vahsi
adamlar bizi canli canli derimizi yiizlip bizi siradan bir hayvan gibi sergileyecekler."
Ayrica, yurt disinda egitim almak, yerlesik saygi kavramlariyla celisiyordu.
Konfiigyiis, birinin ebeveynleri hayattayken uzak yerlere seyahat etmemesi

gerektigini tavsiye ediyordu.

Ancak, tim Cinli ebeveynlerin bu habere ayni sekilde tepki vermedigi de
belirtilmelidir. Ozellikle giiney kiyisindan gelen ebeveynler arasinda, iilke igindeki
diger bolgelere gore daha fazla ilgi gézlemlendi; bu ebeveynler, yabancilarla daha sik

etkilesimde bulunuyorlardi. Ayrica, segildikleri takdirde tim CEM 6grencileri,
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egitimli elit simifa dahil olacaklar1 i¢in, hiikiimette istihdam edilmeyen ailelerin

cocuklarmi gondermeye tesvik edildiler.

Bu arada, farkli etnik gruplardan temsilciler iceren bir hiikiimet olarak, 6grencilerin
hangi sosyal gruptan secilecegi sorunu da vardi. Ogrenci kabul kurallari, Mangulara
veya Hanlara karsi ayrimciligi yasakliyordu. Ancak, CEM 0grencilerinin higbiri
Mangu degildi. E.J.M. Rhoads’in dikkat cektigi gibi, niifusun kiiciik bir kismi
olmasma ragmen, Mancgular, O6zellikle yabanci dil egitimi alaninda, Kendini
Gii¢lendirme Hareketi lizerinde anlamli ama siklikla g6z ardi edilen bir etkiye
sahipti. Ornegin, Pekin'deki terciiman okullar1 (Tongwen Guan) ve Guangzhou, esas
olarak Mancu 6grencileri kabul ediyordu, 6zellikle de Sekiz Sancak'tan gelenleri.
1868-70 yillarinda Burlingame misyonuna katilan tiim alti1 6grenci Manguydu.
Ayrica, onceki boliimde de belirtildigi gibi, Cin'in 6ncii diplomatlardan 6nemli bir
kism1 Manguydu. Ancak, bunlarin hi¢cbiri CEM'de yer almadi. 120 CEM (1872-1881)

ogrencisi de Han Cinli etnisitesindendi.

CEM adaylarinin sorumlu velilere sahip olmalari, saglik kontroliinden ge¢meleri ve
Cince egitiminde, hem okumada hem de yazmada vyeterlilik gostermeleri
gerekiyordu. Daha once bir Ingilizce okuluna gitmislerse, ayrica bir Ingilizce
smavinl da ge¢meleri zorunluydu. Segildiklerinde, tiim adaylarin her giin hazirlik
okuluna devam etmeleri ve ABD'ye gitmeden dnce en az bir yil boyunca ingilizce
egitimlerini siirdiirmeleri gerekiyordu. Ebeveynler ve veliler, erkek ¢cocuklarinin veya
varisi olan kisilerin Amerika'da en fazla on bes yil boyunca egitim almalar1 igin
anlagmalarm1 dogrulamak zorundaydilar. Ayrica, bu silire zarfinda meydana
gelebilecek kazalar veya Oliimler i¢in hiikiimetin sorumluluk almadigini kabul
etmeleri gerekliydi. Hiikiimet, tiim egitim masraflarini karsilayacagini, dgrencileri
Amerika'ya gotlirmek {lizere onlara Cinli 6gretmenler atayacagini ve uygun kiyafetler

temin edecegini taahhiit etti.

Dikkate deger bir nokta, dgrencilerin gdnderilmesinden dnce CEM i¢in bir hazirlik
okulunun bulunmasiydi. Hazirlik okulu, limani ve bazi antlagsmalar1 sayesinde zaten
yabanct bir niifusa sahip olan Sanghay'daydi. Sanghay'a geldiklerinde, 6grenciler
yabanct kiiltiirii yakindan deneyimleyerek saskinlik yasamiglardir. 120 CEM

ogrencisinden biri olan Li Enfu (ZXRE 1861-1938, Lee Yan Phou olarak bilinir)

164



otobiyografisinde, yabanci kizlarin ve kadinlarin davranislarindan &zellikle

etkilendigini belirtmistir.

CEM'in hazrrlik okulunda dgrenciler, Cince ve Ingilizce dersleri aldilar. Birkag yil
Cince egitim ge¢misine sahip olmalar1 gerekiyordu ve cogu bu dersleri 6zel
hocalardan almist1. Ote yandan, baz1 dgrencilerin temel Ingilizce bilgileri olmasina
ragmen, ¢ogu alfabeyi 6grenmekle baglamak zorundaydi. Batida egitim alan ilk Cinli
ogrencilerden biri olan Zheng Laishun, CEM hazirhik okulunda Ingilizce
ogretmeniydi ve iki oglu, Elijah Laishun (Zeng Pu % 7#) ve Spencer Laishun (Zeng
Dugong % #7#%) CEM 6grencileriydi. Ogullar, Ingilizce bilgileri sayesinde CEM
hazirlik okulunda babalarina yardim ediyorlardi. Bazi CEM 6grencileri, misyoner
okullarma gittikleri i¢in veya aile ge¢misleri sayesinde temel Ingilizce ve yabanci

kiiltiir bilgisine sahipti.

Aile ge¢misinin de CEM o6grencisi olma {izerinde etkili oldugu goriiliiyor. CEM
ogrencilerinin onemli bir kismi birbirleriyle tanisik veya akrabaydilar. CEM’in

terciimanlar1 olarak gorev yapan Yung Wing, Zeng Laishun ve Kuang Qizhao (S

&), akrabalarin1 CEM'e katilmalari igin yonlendirdiler. Ayrica, 120 ¢ocugun yaklagik
iicte biri kardes veya kuzen olarak akrabaydi. Kuang Qizhao, ilk Ingilizce sdzligii "
(Hegr AL ) "yi derlemistir. Rhoads'a gore bu sozliik muhtemelen hazirlik
okulunda kullanildi. Hazirlik okuluna katilan Ogrenciler, Amerika'ya gitme
uygunluklarmi belirlemek i¢in bir smavdan gectiler. Her Ogrenci grubu, smav
sonuclarina gore segildi; bazilar1 dil becerilerini yeterince gelistiremedigi i¢in

gidemedi.

Kendini giiclendirme yanlis1 biirokratlar, yurt disinda egitim alacak ideal 6grencilerin
hem Bat1 egitimine hem de Cin bilgisine sahip olmasi gerektigine inaniyordu.
Yabanc1 teknolojilerde, 6zellikle denizcilik, askeri ve madencilik yonetiminde yetkin
olmali ve aym1 zamanda geleneksel Cin kiiltiirii konusunda bilgi sahibi ve Qing
Hanedanligi'na sadik olmaliydilar. Bu hedef dogrultusunda, CEM'in destekg¢ileri ve
baslaticilar1 Ding Richang ve Zeng Guofan, Chen Lanbin'i ([R=2M#) (1816-1895)
onerdiler. Chen Lanbin, Hanlin Akademisi iiyesi ve en yiiksek diizeyde imparatorluk

sinavina (Jinshi, #F 1) girmis bir akademisyendi. Chen Lanbin, Amerika'daki
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Ogrenci Yurt Dis1 Calismalarr Biirosu'na (B 3¢ %% 4E 5l /) atanmusti ve Yung

Wing'den {ist bir riitbeye sahipti.

Cin Egitim Misyonu (CEM) Ogrencileri Amerika’da

Bagvuru i¢in 6grencilerin belirli niteliklere sahip olmasi gerekiyordu; fiziksel engelli
veya zayif Ogrenciler kabul edilmiyordu. Yurtdismma gitmeden 6nce, Ogrencilerin
Sangay Giimriik Ofisi’nde hiikiimete siikranlarin1 sunmalar1 sartti. Amerika'ya
vardiklarinda, dil engelini asmalar1 gerekiyordu. Ingilizce sinavin1 gegen 6grenciler
dogrudan okullara yerlesirken, smavi gecemeyenlere 6zel dil egitimi verildi. Dil
egitimi ve Amerikan yasamma uyum i¢in 6grencilere Amerikal ailelerin yaninda

kalma imkan1 saglandu.

Amerikal1 ailelerin yaninda kalmalari, 6grencilerin Ingilizce gelisimini desteklerken
Cin egitimlerini de siirdiirmelerine olanak tanidi. Ev sahibi aileler, 6grencilerin
giinliik ilerlemelerini komisyona raporluyordu. Connecticut Egitim Komiseri Bay B.
G. Northrop’un onerisiyle, her aileye iki veya dort 68renci yerlestirildi. Ev sahibi
ailelere haftalik 16 dolar 6deniyordu ve bu O6deme yemek, camasir, 1snma,
aydmlatma ve 6zel dersleri kapsiyordu. Ogrencilerin kaldigi bdlgeler, komisyon

iiyelerinin yakininda, agirlikli olarak Connecticut ve Massachusetts’teydi.

Bazi 6grenciler, ev sahibi ailelerin saglik durumu, 6grencilerin uyumsuz davranislari
veya akademik basarisizliklar1 gibi nedenlerle bagka ailelere tasinmak zorunda kaldi.
Ayrica bazi Ogrenciler, ev sahibi ailelerle giiclii baglar kurarak onlarla
iletisimlerini >’n”e d,nd]kten sonra da siirdiirdii. Baz1 6grenciler ise, 0rnegin Zeng
Laishun’un oglu Spencer gibi, aileleri Amerika’da gorev aldig: i¢in kendi aileleriyle

yasadilar.

Qing hiikiimeti, cocuklarin Cin egitimini ihmal etmemeleri konusunda hassast1 ve bu
nedenle ev sahibi ailelerden 6grencilerin Cin egitimine devam etmelerini istedi. Cin
egitimi hem Cin dili ve kiiltiirii hem de Konfiicyen egitimi kapsamaktaydi. Ayrica,

ogrencilerin hijyen ve saglik onlemlerine uymalar1 konusunda da talimat verildi.
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CEM ogrencileri Amerikan kiiltiirline hizla uyum saglasalar da, Qing hiikiimeti

onlarin Bat1 kiiltiiriine tamamen entegre olmalarin1 istemedigi i¢in bazi dnlemler aldi.

CEM Ogrencilerinin Amerika’da Bati Egitim ile Karsilasmasi

CEM o6grencilerinin Amerikan okullarina kaydi, 6grencilerin dil becerilerine bagli
olarak degisiklik gosterdi. Halihazirda yeterli ingilizce bilgisine sahip olan bazi
ogrenciler, Amerikan okullarina digerlerinden daha erken baslayabildi. Yung Wing’in
yegeni Rong Shangqin (% H#)]) ve Zeng Laishun’un ogullar1 Elijah (Zeng Pu 1 &)
ve Spencer (Zeng Dugong 4 ¥ 7%), Ingilizce bildikleri igin ABD’ye gelmeden dnce
Amerikan okullarina daha erken kaydoldu. Diger 6grenciler, aile yaninda kalarak dil
becerilerini gelistirme firsat1 buldular. Bu 6grencilerin, iki yil i¢inde egitimlerine
Ingilizce olarak devam edebilmeleri i¢in gerekli yeterlilie ulasmalar1 gerekiyordu.
Baz1 6grenciler hedeflenen seviyeye daha erken ulasirken, bazilar1 belirlenen siireyi

asmistir.

CEM ogrencileri, Connecticut ve Massachusetts’teki ailelerin yaninda yasadilar.
New England bdlgesindeki farkli ilgelerde ikamet ettiler, ancak ana sehir
Hartford’du. CEM 6grencileri, 6zel ve devlet okullarma girme sansi buldular.
Sehirdeki egitim sistemi ii¢ seviyeden olusuyordu: ilk okullar (dort yillik), orta
okullar (bes yillik) ve tek bir sehir ¢apinda lise (dort yillik). Ailelerin yaninda
kaldiklar1 siire boyunca, O6grenciler dil bilgisi ve cesitli derslerde egitim aldilar.

Sonug olarak, ilk okullara degil, daha ¢ok ortaokullara kaydolmay1 hedeflediler.

CEM o6grencileri hem 6zel hem de devlet okullarina gittiler. Kaydolduklar1 6zel
okullar Seaside Institute for Boys, the Gunnery, Wesleyan Academy, Monson
Academy ve Springfield Collegiate Institute’di. Devlet okullar1 arasinda
Hartford’taki West Middle Public School, Wadsworth Street School (South Public
School olarak da bilinir), Springfield’deki Hooker Street Grammar School ve
Massachusetts’teki grammar school (ortaokul) yer aliyordu. 1874-1875 yillarinda,
ogrenciler Hartford Public High School, Hillhouse High School ve Hartford High
School gibi liselere kaydolmaya basladilar. Ingilizce bilen ve egitimlerine daha erken

baslayan ii¢ 6grenci disinda, 1874’ten sonra ortaokula baslayan 117 ¢ocuktan 97’si
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hakkinda bilgi vardir. Yaklasik 69 O6grenci devlet ortaokuluna, 38 6grenci 6zel
akademilere devam etti. 10 6grenci ise her iki okul tiiriine de devam etti. Bu CEM

ogrencileri on ii¢ farkl devlet ortaokulu ve dort 6zel akademiye dagildilar.

Ortaokullarda egitim programi, heceleme, okuma, yazma, Ingilizce dil bilgisi,
cografya, aritmetik, cebir ve Amerikan tarihini igeriyordu. Ancak liseye
girdiklerinde, klasik ya da Ingilizce olmak {izere iki farkli egitim programi se¢mek
zorundaydilar ve c¢ogu Ogrenci klasik egitimi secti. Klasik egitim, Ogrencileri
geleneksel liberal sanatlar kolejlerine hazirlamak i¢in tasarlanmigti. Dort yil stiren bu
egitimde, Latince edebiyat, Roma tarihi, Yunan edebiyati ve tarihi, aritmetik ve
geometri gibi matematik dersleri, Ingilizce ve doga felsefesi ile bilim konular1 yer

aliyordu.

CEM ogrencilerinin gidecegi okullar, kaldiklar1 aileye gore belirlendi. Eger
bulunduklar1 kentsel merkezde bir ortaokul varsa ya da kirsal bdlgelerde 6zel bir
akademi bulunuyorsa, genellikle yakinlarindaki okula giderlerdi. Yerel okullara giden
CEM o6grencileri ailelerin yaninda kalirken, uzak okullara gitmek zorunda olanlar

kendi konaklama, yemek ve camasir yikama diizenlemelerini yapmak zorundaydilar.

CEM Ogrencilerinin Gozetimi

Yurt disina gitmeden Once ve sonra Qing hiikiimeti, 68rencileri, yurt disina seyahatin
as1l amacmin yabanci becerileri 6grenmek oldugunu ve kendi iilke kurallarini goz
ard1 etmemeleri gerektigi konusunda uyarmistir. Dolayisiyla, dgrencilerin yabanci
becerileri gayretle Ogrenmeleri ve bu becerileri kurallara uyumlu bir sekilde

benimsemeleri bekleniyordu. CEM 6grencilerinin Cince dersleri de dahil olmak
iizere baz1 kurallara uymalar1 gerekiyordu. Bu dersler arasmda Filial Piety (F£),
Primary School (/N%%), Bes Klasik (F14) ve Krallik ile Hanedanligin Kanun ve
Kurallar1 yer aliyordu. Ogrenciler, Guangxun’un Kutsal Fermanrmi (£ 1h7) ll)
haftalik olarak dinlemeli ve belirli bir saatte Qing imparatoruna saygi gostermeliydi.
Ayrica kuyruklarmi (sag¢ orgiileri) korumalari, Konfiigyiis’e saygi gdsterme adabina
uymalar1 ve Konfiigyiis tabletine (F#1) ritiiel selam vermeleri bekleniyordu. Qing

hiikiimeti, bu uygulamalar1 denetlemek i¢in ABD’de bir biiro kurdu.
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Cin Egitim Komisyonu (CEC), Qing hiikiimeti tarafindan Amerika'da kuruldu ve
yurt dis1 egitim biirosu veya yurt dist egitim islerinden sorumlu biiro olarak da
biliniyordu. CEC’in ana amaci, CEM 6grencilerinin egitim ve gelisimini denetlemek,
geleneksel Cin kiiltliri ve adabini korumak igin geleneksel 6gretim yontemleriyle

egitim vermekti.

Osmanlh'nin Bati Egitimiyle Karsilasmasi

Baslangicta yeni egitim tarzi, kendi alanlarinda uzman olan yabanci subay ve
ogretmenlere dayaniyordu. Sonrasinda, Osmanli vatandaslar1 olan Miisliiman
Tiirklerin, yabanci uzmanlarin yerine gegmek ve lilkelerine hizmet etmek {izere
kendilerini gelistirmeleri i¢in yurtdisina gonderilmeleri fikri ortaya ¢ikti. Osmanl
Devleti, 6grencileri biiyiik gruplar yerine kiiclik gruplar halinde ve zamanla asamali

olarak yurtdigina génderdi.

Osmanli imparatorlugu’nda Bat1 egitimiyle temas, II. Mahmud déneminde (1830'lar)
Avrupa'ya 6grenci gonderilmesiyle basladi. Baslangigta az sayida 6grenci askeri ve
teknik egitim almak iizere Fransa’ya gonderildi. Bu ilk girisimler, Osmanli'nin
modernlesme arayislarinda Bati'dan bilgi edinme istegini yansitir. Askeri alanda
yetkinlik kazandirmak amaciyla yola ¢ikan Osmanli, daha sonra genisleyen bir

yelpazede 6grencilerini Bati’ya yolladi.

Yurtdisina 6grenci gonderme fikri I. Abdiilhamid ve III. Selim ddnemlerinde
giindeme gelmistir. Ornegin, III. Selim’in elgisi Ebubekir Ratib Efendi, Paris'te
Osmanli 6grencileri i¢in bir okul kurulmasini dnermisti. Ancak bu erken girisimler

cogunlukla gerceklesmedi.

Misir valisi Kavalali Mehmed Ali Pasa ise, Osmanli Imparatorlugu’ndan 6nce
Misir’dan Ogrencileri Bati’ya gondererek bir onciiliik rolii iistlenmisti. Osmanl
Devleti, 1830 yilinda Hiisrev Pasa’nin liderliginde bes 6grenciyi Fransa'ya gonderdi
ve bu Ogrencilerden bazilari, Osmanli devlet kademelerinde onemli pozisyonlara

ulasti.
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Hiisrev Pasa'nin 6grencilerine yazdigi bir mektupta, onlarin Osmanli gengligi i¢in
ornek teskil edeceklerini ve Avrupalilarin dnyargilarimi kirmalar1 gerektigini belirtti.
Osmanli, Tanzimat doneminde artan modernlesme ¢abalar1 ¢er¢evesinde yurtdigina
daha fazla 6grenci gondererek Bati’nin bilim ve teknik bilgilerini 6grenmeye devam

etti.

Mekteb-i Osmani ve Talebe-i Osmani'nin Paris'teki Egitimi

Paris’e gelen Osmanli 6grencileri Fransiz okullarinda egitim almak ic¢in yeterince
hazirlikli degillerdi. Bu eksikliklerin giderilmesi amaciyla, Osmanli Imparatorlugu
1857'de Paris'te Mekteb-1 Osmani adli okulu kurdu. Mekteb-1 Osmani’nin amaci,
ogrencileri Ecole Etat-Major, Facult¢ de Droit, Lycée Louis le Grand ve Ecole
Militaire de St. Cyr gibi prestijli Fransiz okullarma hazirlamakti. Bu okulda
ogrencilere Fransizca, tarih, cografya, matematik ve fen bilimleri dersleri

verilmekteydi.

Mekteb-i Osmani'den 6nce Osmanli 6grencileri, genellikle dil eksikligi nedeniyle
dogrudan Fransiz okullarma kabul edilmiyordu ve Paris’te g¢esitli okullara
gidiyorlardi. 1826'da Mehmet Ali Pasa tarafindan kurulan Ecole Egyptienne de Paris

ve 1844°te agilan Misir Askeri Okulu da Osmanli 6grencilerine egitim sagladi.

Mekteb-i Osmani’nin kurulusuyla Osmanli 6grencileri bu merkezde toplandi. Okulun
idaresi, ogrencilerin denetim ve akademik ilerlemesini saglamak amaciyla Mehmed
Cemil Bey (Pasa) liderliginde bir komisyon tarafindan yiiriitiildii. Binbas1 Ali Nizami

Bey, okulun ilk miidiirii olarak atandi.

Okulda 6grenciler i¢ ve disg 6grenciler olarak ikiye ayriliyordu; i¢ 6grenciler Mekteb-
1 Osmani’de yatil1 egitim alirken, dig 6grenciler farkli Fransiz okullarinda egitim
aliyordu. Egitmenler arasinda Hoca Tahsin Efendi ve Selim Sabit Efendi gibi 6nemli
isimler yer aldi. Tahsin ve Selim Sabit Efendi, Dariilflinun i¢in dgretmen olarak
yetistirilmek i¢in Paris’e gonderilmislerdi. Selim Sabit, Tirkiye’'nin ilk pedagojik
eseri olan Rehniima-i Muallimin adli kitabt yazmis ve egitim alaninda 6nemli

katkilarda bulunmustur.
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Ancak Mekteb-i Osmani, disiplin sorunlar1 ve artan maliyetler nedeniyle 1864
yilinda kapatilma karariyla karsi karsiya kaldi. Okulun kapatilmasinin ardindan
ogrenciler Paris’teki diger okullara dagitildi ve Talebe-i Osmaniyye Miudirligi
kurularak, yurt disindaki 6grencilerin denetimi saglandi. 1875 yilinda Fransa ve
Belgika'daki 6grencilerin geri cagrilmasiyla bu miidiirlik de kapandi. 1890’larin
sonlarma dogru, 6grenci basarisizliklari, ahlaki bozulma ve mali israf gerekgesiyle
yurt dist egitimi gegici olarak durduruldu; ancak 1897°de tekrar burs verilmeye

baslandi.

Yeni diizenlemelerle, yurt disina génderilecek ogrencilerin Mekteb-1 Miilkiye, Hukuk
Mektebi veya Galatasaray Sultanisi gibi okullardan mezun olmasi, 20-26 yas
arasinda olmasi ve iyi bir sicile sahip olmasi gerekiyordu. Ogrencilere aylik harglik
ve mesafe gore yol masrafi saglanarak, egitim sonrasinda devlet hizmetinde calisma

sart1 getirildi.

Sonuc¢

Cin ve Osmanli Imparatorlugu, Bat1 egitimi almak iizere 6grencileri yurt disina
gondererek benzer modernlesme ¢abalarina girigsmislerdir, ancak yaklasimlarinda ve

uygulamalarinda dikkat ¢ekici farkliliklar yasanmastir.

Cin, resmi olarak 6grenci se¢iminde belirli bir siif veya etnik grup belirtmemis
olmasima ragmen, segilen 120 6grencinin tamami Han Cinlisiydi. Buna karsilik,
Osmanl Imparatorlugu etnik koken bakimmdan bir ayrim gézetmemis ve Miisliiman

ve gayrimiislim 6grencileri programlarina dahil etmistir.

Yurt disina gonderilen Ogrencilerin yaslar1 ve egitim seviyeleri de farklilik
gostermektedir. Cin, 12 ile 15 yaslar1 arasindaki ¢ocuklar1 15 yillik bir egitim stireci
icin segerken, Osmanli Imparatorlugu modern kurumlarda belirli bir egitim
seviyesini tamamlamis yirmili yaslardaki 6grencileri gdndermistir. Istisnalar olmakla
birlikte, Osmanli Imparatorlugu tarafindan gonderilen daha geng dgrencilerin sayisi

nispeten azdir.
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Yurt disinda egitim almak i¢in yapilan hazirliklar da farklilik gostermistir. Cinli
Ogrenciler Amerika’ya gitmeden dnce Cin’de yeni kurulan okullarda dil egitimi ve
diger hazirlik egitimleri almislardir. Amerika’ya vardiklarinda ise, dil becerilerini
gelistirmek amaciyla yerli ailelerin  yanma yerlestirilmiglerdir. ~ Osmanli
Imparatorlugu’nda ise bu tiir hazirhk okullar1 bulunmadigindan, 6grenciler yabanci
okullara devam etmekte zorluk yasamislardir. Fransa Orneginde, bir¢ok Ogrenci
baslangigta Paris’teki Misir okullarma devam etmis, Mekteb-i Osmani’nin

kurulmasiyla birlikte bu okulda egitim almislardur.

Ogrencilerin yurt disindaki barmma diizenlemeleri de farklilk gdstermistir. Cinli
ogrenciler, dil becerilerini gelistirmek ve sosyal uyumu saglamak i¢in ev sahibi
ailelerin yaninda yasamis ve grup halinde yasamanin yaratabilecegi sorunlardan
kacmmuslardir. Osmanli 6grencileri ise baslangigta cesitli pansiyonlar, yurtlar ve
farkli konaklama yerlerine dagilmis olarak kalmislardir. Fransa’da, Mekteb-i
Osmani’nin varli1 siiresince okul binasinda birlikte yasamiglar ve bu durum,
aralarinda anadillerini konusmalarma yol agarak dil edinimlerini olumsuz

etkilemistir.

Her iki imparatorluk da ogrencilerine belirli diizenlemeler getirmis ve godzetim
saglamistir. Osmanli Imparatorlugu dgrencilerini Mekteb-i Osmani, Talebe-i Osmani
ve elgilikler gibi kurumlar araciliiyla takip ederken, Cin ev sahibi ailelerin raporlar1
ve Cin Egitim Komisyonu ile kontrol saglamistir. Asimilasyonu 6nlemek amaciyla
Cin, 6grencilerin Konfiigylis egitimini iceren Cin egitimine devam etmelerini zorunlu
kilmig, Osmanl Imparatorlugu ise yurtdisina Tiirkge ve Islam egitimi vermek {izere

Ogretmenler gondermistir.

Her iki imparatorluk da Bat1 etkisi karsisinda modernlesme ¢abalarina girigsmis olsa
da etnik kimlik, egitim yapilar1 ve yurt dis1 deneyimlerindeki farkliliklar bu
stireglerin sonuclarini belirlemistir. Nihayetinde, bu modernlesme yolculuklari, her
devletin modern diinyanin taleplerine toplum ve kiiltiirel yapilariyla nasil uyum

sagladigini anlamak icin onemli ornekler sunmaktadir.
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BOLUM 1V

YURDA DONUS

CEM Ogrencilerinin Déniisii ve Hayal Kirikhg

Amerika Birlesik Devletleri'nde liseyi bitiren CEM 6grencileri, baslangicta vaat
edilen Amerikan Askeri Akademisi ve Donanma Akademileri'ne kaydolamamanin
hayal kirikligiyla karsilastilar. Bu durum, Li Hongzhang'n ilk yurt dis1 egitim
planindan O6nemli bir sapmay1 ifade etmektedir. 1878'de bazi Cinli 6grenciler
Amerikan liselerinden mezun olurken, Yung Wing, bazi 6grencilerin West Point
Askeri Akademisi ve Annapolis Donanma Akademisi'ne kabulii i¢in ABD Disisleri
Bakanligi'na bir mektup gonderdi. Yung Wing’in talebine yanit olarak, ABD Disisleri
Bakanligi, onun otobiyografisinde belirttigi gibi, son derece asagilayici bir dil
kullanarak bu talebi reddetti ve Cinli 6grenciler i¢in higbir yer olmadig1 iddiasinda
bulundu. ABD hiikiimetinin bu vaadi bozmasi, Li Hongzhang'1 son derece lizmiis ve
genglerin Amerika Birlesik Devletleri'nde egitim planmi golgede birakmistir. Yung
Wing, Cinli 6grencilerin reddedilmesi konusunda Li Hongzhang" bilgilendirdi. Li
Hongzhang, bu reddi 1868 tarihli Burlingame Antlasmasi'nin ihlali olarak
degerlendirmistir. Bu 6grencilerin Amerika'da askeri egitim almalarini istemesi, Cin
Egitim Misyonu'nun sona ermesinde kritik bir rol oynamistir. Cin, askeri akademilere
iic yil boyunca siiren basarisiz taleplerin ardindan CEM'yi sonlandirmis ve

Ogrencileri yurda geri cagirmistir.

Askeri akademilere kabul edilmemekle birlikte, Ogrencilerin Bat1 kiiltiiriinii
benimsemesi ve Hristiyanlik egilimi de programin sona ermesinde etkili olmustur.
Komisyonlarin raporlarinin yani sira, grencilerin mektuplar:t da CEM 6grencilerinin
Hristiyanliga yonelme egilimlerini gdstermektedir. Ogrenciler, yanlarinda kaldiklar
ailelerle birlikte kiliselere gitmekteydiler. Ancak, Cin Egitim Komisyonu kurallarina

gore, ev sahibi ailelerin 6grencilere kiliselere gitme ve misyonerlik yapma izni yoktu.
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Hristiyanliga gec¢is, Qing hiikiimeti tarafindan biiyiik bir sorun olarak goriilityordu.
17 Aralik 1880'de Jiangnan Eyaletinin denetleyici sansiirii Li Wenbin, mahkemeye
sundugu bir raporda genclerin Hristiyanliga gecisinden duydugu endiseleri dile
getirmistir. Yurt disinda egitim goren genglerin Hristiyan olmalarinin yasak oldugunu
belirterek, Cin Egitim Komisyonu'nun kaldirilmasini ve genglerin Amerika'dan geri

cagrilmasini talep etmistir.

Ote yandan, Amerikan anti-Cin hareketi, bilinen Cin Dislama Yasasi, Cinli
ogrencilerin Amerika Birlesik Devletleri'ndeki deneyimlerini sekillendirmede
belirleyici bir rol oynamistir. Qing hiikiimeti, 6grencilerin yurt disma génderilmesini
durdurmay1 diisliniirken, Amerika Birlesik Devletleri'ndeki anti-Cin duygusu yeni bir
seviyeye ulagmistir. 19. yiizyilin sonlarma dogru, ekonomik rekabet, rksal onyargi
ve siyasi hareketlerin etkisiyle olusan anti-Cin duygulari, 1882'de Cin Dislama
Yasasi'nin ¢ikarilmasma yol acmistir. Cinli gd¢menler, 6grenciler de dahil olmak
iizere, diigmanlik ve ayrimcilia maruz kalmislardir. Bu durum, Amerika'y1 giderek
daha az misafirperver bir ortam haline getirmistir. Bu atmosfer, Qing hiikiimetinin
ogrencileri yurt disina gondermeyi yeniden degerlendirme kararini etkilemistir. Buna
yanit olarak, Chen Lanbin ve Yung Wing, Amerika Birlesik Devletleri ve
Japonya'daki  bakanlar olarak, ABD Daisisleri Bakanligi'ma protestolar
gondermiglerdir. Ne yazik ki, ABD hiikiimeti ve Kongresi bu protestolar1 dikkate
almadigr gibi, Cin Diglama Yasasi'ni yiiriirlige koymus ve Cinli gd¢menlerin

Amerika Birlesik Devletleri'ne girisini yasaklamistir.

Geng Cinli 6grenciler, tanimadiklar1 yerel ailelerle birlikte yasamis olsalar da bu
aileler sadece giinliik ihtiyaclarina bakmakla kalmamis, ayni zamanda Amerikan
yasamina entegrasyonlarmma yardimeci olmuslardir. Uluslararasi dgrenciler, Cin'e
dondiiklerinde bile ev sahibi aileleriyle baglantilarini siirdiirmiislerdir ve aralarindaki
dostluk, mesafe veya zamanla zayiflamamistir. Aralarindaki mektuplasmalar bu
durumu kanitlanmaktadir. Geng Cinliler, Amerika Birlesik Devletleri'nde cesitli spor
etkinliklerine katilmakta idiler. O donemde Cin'de taninmayan beyzbol, futbol gibi
oyunlarda aktif rol almislardir. Yale Universitesi beyzbol takimmin {inlii bir aticist
olan Liang Dunyan ve Yale Universitesi kiirek takiminmn coxswain'i olan Zhong

Wenyao gibi bireyler ortaya ¢ikmustir.
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CEM o6grencilerinin asimilasyonu, Qing yetkilileri arasinda hosnutsuzluk yaratmigtir.
Denetleyici Chen Lanbin, 6grencilerle, okul donemlerinde ya da tatillerde masraflar
ve kadinlarla konaklama gibi konularda ¢atismalar yasamistir. Ogrencilerin dua etme,
Pazar giinleri kilise hizmetlerine katilma ve spor etkinliklerine katilma gibi konular
da diger sorunlar1 olusturmustur. Chen Lanbin, bir CEM 06grencisiyle her zaman
anlagamadiginda, Yung Wing'in araya girmesi gerekmistir. Chen Lanbin'i, Cin
egitimine siki sikiya bagli ve eksiksiz bir sekilde yetistirildigine inanan birisi olarak
tanimlamistir. Cince Ogretmeni Rong Zengxiang, Li Hongzhang'a Yung Wing'in
ogrenciler arasinda Cin c¢aligsmalarimi tesvik etme niyeti olmadigini ve bunun yerine
ogrencileri bunlardan vazgegmeye tesvik ettigini bildirmistir. Geng 6grenciler, Batili
ogrenmeyi Cin c¢alismalarma tercih etme egilimlerini giicli bir sekilde
gostermislerdir. Amerikan kiiltiiriiyle muhatap olan Cinli ¢ocuklarin, Cin konularinda
yeterlilik kazanmalar1 giderek zorlasmistir. Sonug¢ olarak, Cince bilgileri smnirli

kalmis ve gelistirme konusunda pek bir ilgi gdstermemislerdir.

Cin ¢alismalarma olan ilgisizlik, misyonun ana pargasi oldugu i¢in muhafazakarlarin
misyonu sert bir sekilde elestirmesine yol agmustir. Yung Wing, Li Hongzhang'dan,
Cin caligmalarina kars1 duydugu saygisizlik ve reddedisle ilgili olarak bir dizi uyar1
mektubu almigtir. Amerika Birlesik Devletleri'ndeki Cinli 6grenciler, modernlesme
icin hazirlik yapilmasinin bir araci olarak goriilmektedir. "Cin 6z, Bat1 kullanim1"
fikriyle, Amerika'da egitim goren c¢ocuklarm, 6zellikle askeri konularda teknik
beceriler de dahil olmak {iizere cesitli uzmanlik alanlarinda bilgi edinmeleri

gerekmektedir.

Doérdiincii denetleyici Wu Jiashan (3% 3 ) (1818-1885), Chen Lanbin gibi

muhafazakar bir egilim tasiyordu ve yurt dist egitim programini durdurmaya
calistyordu. Yerel muhafazakar gruplarin, genglerin Amerika'da egitim almasi
konusundaki sert elestirileri sirasinda, Chen Lanbin ve Wu Jiashan da bu
muhafazakarlar1 desteklediler. Wu Jiashan, 1879'da Cin Egitim Komisyonu'nun
basina atandiginda, tiim 6grencileri Washington Biiyiikel¢iligi'nde topladi ve onlara
ders vermek istedi. Ancak Ogrenciler, Cinli tarzda diz ¢6kme ve selam durma
gerekliligine uymadilar. Wu Jiashan, 6grencilerin koklerini unuttuklarindan ve agik
bir amag tagimadiklarindan dolay1 6fkesini dile getirdi. Li Hongzhang'a, "Her 6grenci

farklhiliklara uyum sagladi ve koklerini unuttu. Ogrenimleri ne kadar zor olursa olsun,
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caligmalar1 basarili olsa bile, bunlardan Cin i¢in fayda saglanmayacaktir" dedi. Yurt
disinda egitim alan Ogrencilerin elde ettikleri bilgilerin, nasil bir yanlis yola

yonlendirilmis oldugunu sdyleyerek, bu programin sona ermesini talep etti.

Toplumsal Entegrasyon

1881 yilinda, gen¢ yasta Amerika’ya gonderilen Cinli Ogrenciler, vatanlarina
dondiiler. Anavatanlarinda gegirdikleri siireye gore daha uzun bir siire yurt disinda
yasamis olan bu 6grenciler, Bat1 kiiltiirline, diline, medeniyetine ve yasam tarzina
uyum saglamislardi. Sonug olarak, kendi kiiltiirlerini tam anlamiyla benimsemekte
zorluk ¢ekiyorlardi. Ingilizceye olan hakimiyetleri, ana dillerinden daha fazla
gelismisti. Cin toplumunda kendilerine bir yer bulmakta giicliikk ¢ektiler. Belirli bir
noktada, kimlik bunalimi yasadilar. Cinli goriiniimlerine ragmen, davraniglar1 ve
diisiinceler1 Batiliydi. Bu durum, onlarin vatanlarinda kabul gormelerini

zorlastirtyordu.

Doniiglerinde, ogrenciler, yerel Cinlilerin alisilmadik bakiglariyla karsilandi ve
memurlar ile askerler tarafindan siki bir gozetim altina alindilar. Yerel halk,
ogrencilere olumlu bir sekilde yaklasmadi ve memurlar ile askerler onlar1 sik1 bir
denetim altinda tuttular. Ogrencilerin hayal kiriklig1, Sanghay'a varislariyla basladi.
Ayrica, variglariyla birlikte aileleriyle hemen bulugsma imkanlar1 da olmadi.
Oncelikle, daha once ayrildiklar1 gibi, Sanghay Giimriikk Daotai Yamen'ine
gonderildiler, ardindan uzun zamandir kullanilmayan Qiuzhi Akademisi (KZ%1{555%)
binasina gatiiriildiiler. Birka¢ gilin sonra, dgrenciler, Sanghay'daki en yiiksek riitbeli
yetkili ile goriismek iizere cagrildilar. Uglii swralar halinde Daotai Yamen'ine

gotiiriildiiler ve yetkilinin dnilinde diz ¢okerek selam durdular.

Ogrencilerin yasadigi bu sikmtilar, dénemin bazi mektuplarinda detaylandirilmustr.
Bu mektuplarda, dgrencilerin memleketlerine donerken maruz kaldiklar1 olumsuz
muameleler, Cin hiikiimetinin sik1 kontrolii ve toplumun onlara yonelik bakis acilar
ayrmtil bir sekilde anlatilmaktadir. Ornegin, bir mektupta, dénemin dgrencilerinden
biri, Cin'in uluslararas: iligkileri tizerindeki olumsuz etkilerinden ve yasadiklar1 hayal

kirikliklarindan bahsederek, "Cin, sempatiyi hak etmiyor" ifadelerini kullanmustir.
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Bagka bir mektupta ise bir bagka 6grenci, karsilastiklari sikintilart ve yonetimin

etkisizligini elestirmistir.

Sonug¢ olarak, Ogrencilerin yurt disindaki deneyimleri ve doniislerinin ardindan
yasadiklar1 toplumsal entegrasyon siireci, onlarin kimlik bunalimlar1 ve Cin

toplumundaki yer bulma miicadeleleriyle sekillenmistir.

Doniis Yapanlarin Egitim ve Mesleki Deneyimleri

Doniis yapan 6grencilerin akademik ve is deneyimlerini anlamak i¢in hem Cin'deki
durumu hem de 6grencilerin doniis sonrasi kosullarini dikkate almak 6nemlidir. 1905
yilina kadar, Cin'de devlet pozisyonuna sahip olmanin tek yolu, Konfiigyanizme

dayanan Cin imparatorluk smav sistemini gegmekti.

Ancak, Amerika'daki egitimleri ve Konfligyiis egitimi almamis olmalari, bu smava
girip basarili olma ihtimallerini engelledi. Ogrenciler, klasik biirokrasi sisteminin
geregi olarak devlet 6grencisi olarak gonderilmis olsalar da doniislerinde devlet
memurlugu pozisyonlarina kolayca atanmadilar. Genel olarak, CEM 0&grencileri
resmi riitbe sisteminde sekiz veya dokuzuncu riitbe gibi alt riitbelere sahip
olabilmislerdir. Doniis yapan CEM 6grencileri arasinda, Cin biirokrasisinde 'daotai’
(& &) olarak bilinen geleneksel resmi unvana sahip alt1 6grenci vardi. Bunlar Tang
Shaoyi (JE#41#%), Liang Ruhao (2U1¥), Zhou Changling (Fi#2), Qi Zuyi (1841
%), Sheng Wenyang (/&% #%) ve Tang Ronghao (f#2487%) idi. Bu resmi unvanlarin

satin alinmis olabilecegi varsayilmaktadir, ¢ilinkii bu, Qing doneminin sonlarinda,

compradorlarin unvanlarimi satin alma aligkanligi olarak biliniyordu.

1881 yil1 geri ¢gagirmasinda, 43 CEM 6grencisi iiniversiteye kaydolmustu; bunlardan
yirmisi Yale Universitesi'nde, geri kalanlar1 Harvard Universitesi, Massachusetts
Teknoloji Enstitiisii (MIT) ve Columbia Universitesi'ndeydi. Akademik ilerlemeleri
acisindan, onemli bir sayida CEM 6grencisi okuldan ayrildi ve boliimleriyle uyumlu
olmayan islerde gorevlendirildi. Ayrica ayrimcilik ve diglanma gibi durumlarla
karsilastilar, ancak cogu azim gdstererek Cin'in siyasi ve askeri alanlarinda kilit

figlirler haline geldiler. Bazilari, isletmeler, demiryollar1 ve madenler gibi énemli
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ekonomik sektorlerde g¢alisarak, Cin'in modernlesmesine kayda deger katkilarda
bulundular. Rhoads'a gére, CEM'in ikinci grubundan Tang Guoan (J [E %), geri
donen dgrencilerin hiikiimetlerinin onlar1 pek dnemsemedigini veya yeteneklerini ve
katkilarin1 yeterince takdir etmedigini fark ettiklerinde, bircogunun gorevlerini
birakip daha uygun ve daha iyi maagh firsatlar pesinde kosma bahaneleri buldugunu
belirtmektedir. O da yaklasik bir yil sonra Tianjin Tip Okulu'ndan ayrildi
Sonrasinda, bazi Amerikan ve Ingiliz firmalarinda memur ve terciiman olarak cesitli
gorevler iistlendi. Daha sonra Qing hiikiimetine geri dondii ve Tsinghua
Universitesi'nin kurucusu oldu. CEM o6grencileri arasinda, Liang Cheng (% 1)
1902-1907 yillar1 arasinda Washington, D.C.'de Cin bakan1 olarak gorev yapti. Bu
durum, bazilar1 atanmig pozisyonlarindan tam olarak memnun olmasa da zamanla

daha 1iyi firsatlar elde ettiklerini gosterebilir.

CEM o6grencileri, 12 ile 16 yaslar1 arasmda secildi. Ik grup dgrenciler, ABD'de
sadece dokuz yil kaldilar. Bu nedenle, geri dondiiklerinde ¢cogu 68rencinin egitimi
yarida kesilmisti. Bu Ogrencilerin iilkelerine katkida bulunmak i¢in egitimlerine
devam etmeleri gerekiyordu. CEM'in destekgisi olan Li Hongzhang, doniis yapan
genc CEM ogrencilerinin egitim ve mesleklerini organize etti. Ogrenciler genellikle
telgraf, denizcilik, makinecilik, maden ve tip klinikleri gibi alanlara yonlendirildiler.
CEM o6grencilerinin ¢ogu, dogrudan veya dolayli olarak Cin Donanmasi'nin ¢alisma
veya egitimine katild1. Bazilar1 Tianjin Beiyang Deniz Akademisi (K ALK i
i), Dagukou Fort Torpido Bot Filosu (X3t HJ & .85 #ERN), Fuzhou Mawei Gemi
Insaat Akademisi (48 & EMFE(2~ %) gibi yerlerde ¢ahigmak veya egitim almak
iizere atandilar ve bunlardan yalnizca altis1 Tianjin Deniz Tip Okulu'ndan (KE#E %

% 2245¢) mezun oldu.

Mektuplarinda, birkag CEM 6grencisi, llkelerindeki okul ve ig atamalariyla ilgili
durumlarina degindiler. Mektubunda, Wu Yangzeng (Woo Yang Tsang) (5{ %)
dersleri diizgiin bir sekilde anlatamayan bir Cinli 6gretmenlerle karsilastiklarindan
bahsetmistir. Ayrica, okulu yiiksek toprak duvarlariyla g¢evrili bir hapishane gibi
hissettiklerini belirterek disar1 ¢ikmalarina izin verilmedigi icin kendilerini

kisitlanmis hissettiklerinden bahsetmistir.
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Huang Kaijia da mektubunda arkadaslariin farkli yerlere dagildigini ve onlara veda
etme sanst bulamadigmi ifade ediyor. Ogrencilerin, yetkililerin yanls
degerlendirmeleri sonucunda cesitli yerlere atandigini, bunun da egitim alaninda
belirsizlik yarattigini belirtiyor. Mali durumlarina deginen Huang, kendi ihtiyaclarini
karsilamak i¢in sinirli bir miktar aliyor ve hiikiimetin comertliginin yetersiz
oldugunu vurguluyor. Ailelerinin durumunu umursamadiklarint ve bu durumun
kendilerini derinden etkiledigini ifade ediyor. Egitim siirecleri ve gelecekle ilgili
belirsizlik, dgrenciler iizerinde ciddi bir endise yaratmustir. Ileriye doniik bir ¢ikis

yolu bulmakta zorlandiklarini ve pismanlik duygusu tasidiklarini dile getirmislerdir.

CEM ogrencileri, doniislerinde cesitli mesleklere atandilar. Egitim siirelerinin kisith
olmas1 ve yeni is ortamlarinda uyum saglamada yasadiklar1 zorluklar, genellikle
moral bozukluguna yol agmistir. Bazilar1 geleneksel konulara donmeyi deneseler de

cogu modern bilim ve teknoloji alanlarinda kariyer yapmaya odaklandilar.

Geri donen bazi CEM o6grencileri, deneyimlerini ve kazandiklar1 bilgileri, 6zellikle
yenilik¢i fikirleri Cin'de uygulama konusunda hevesliydiler. Ancak devletin ve
toplumun geleneksel yapisi, bu yenilik¢i diisiincelerin benimsenmesini zorlastirdi.
Doniiglerinde, genellikle koklii toplumsal normlarla karsilagtilar ve bu normlar,

onlarin egitimleri sirasinda kazandiklar1 bilgileri uygulamaya koymalarini engelledi.

Sonug olarak, CEM 0&grencilerinin doniis deneyimleri, sadece kisisel ve mesleki
gelisimlerini degil, ayn1 zamanda donmelerinin ardindan karsilastiklar1 zorluklar1 da
kapsamaktadir. Egitim aldiklar1 yerlerde edindikleri deneyimlerin yani sira, doniis
sonrast yasadiklar1 is ve sosyal hayattaki engeller, onlarin modernlesme cabalarmi

derinden etkilemistir.

Osmanh Ogrencileri Memlekete Doniis: Istihdam ve Etki

Osmanlilar, Qing Hanedani'nda oldugu gibi yurtdisindaki 6grencilerin toplu bir
doniislinii ya da geri ¢agrilmasmi yasamadi Bu boliimde, geri donen Osmanli

ogrencilerinin kimligi, yurtdiginda aldiklar1 egitim ve geri doniislerinde iistlendikleri

gorevler tlizerinde durulacaktir.
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Paris, Osmanli Imparatorlugu'ndan gelen dnemli bir dgrenci sayismi siirekli olarak
cekmistir. Fransa, Osmanli 6grencileri i¢in popiiler bir destinasyon olmasina ragmen,
ogrencilerin  gonderildigi baska iilkeler de vardi Ornegin, Almanya, Ingiltere,
Avusturya, Belgika ve Isvicre, Osmanl dgrencilerin gonderildigi iilkeler arasinda yer

almaktadur.

Viyana, Paris ve Londra gibi bagkentlerde egitim alan Osmanli 6grencilerine,
Osmanl elgileri yardimc1r oldu. Ornegin, Londra'da o6grenciler, Osmanli
Imparatorlugunun Elgisi Namik Pasa'nin gozetimindeyken, Berlin'de Berlin

Elgisi'nin himayesindeydiler.

[k 8grenciler, askeri egitim i¢in gdnderilmisti. Benzer sekilde, bu 6grenciler ya zaten
Bat1 ile baglantisi olan kisilerin ¢ocuklar1 ya da onde gelen devlet adamlariydi.
Ogrencilerin aile ge¢mislerini inceledigimizde, ilk kusak o&grencilerin Osmanli
toplumunun iist siifindan geldikleri goriilmektedir. Ornegin, Tevfik Efendi ve Emin
Bey, Istanbul'un entelektiiel ve askeri gevrelerinde dnemli figiirlerdir. Tevfik Efendi,
Osmanli saraymim i¢ hizmeti olan Enderun'da egitim aldi ve babasmin saraydaki
onemli konumu nedeniyle askeri hizmetine devam etti. Benzer sekilde, Emin Bey,
Miihendishane-i Berri-i Hiimayun'da 6gretmen olan babasi sayesinde egitimine
devam etti. Tevfik Efendi ve Emin Bey, Avrupa'ya gonderildikten sonra doniislerinde
farkli roller tstlendiler. Tevfik Efendi, Paris'te egitim aldi ve daha sonra Askeri
Akademi'de 6gretmenlik de dahil olmak iizere gesitli askeri gorevlerde bulundu.
Emin Bey ise Londra'ya gonderildi ve geri dondiiglinde, Pasa riitbesiyle V. Ordu'ya
atanarak onemli bir gorev lstlendi. Bu baglamda, Tevfik Efendi ile Emin Bey'in
akrabalik iligkileri, babalarinin saraydaki ve egitim kurumlarindaki konumlarindan

etkilenmistir.

Osmanli 6grencilerinin ¢ogu, modernlesme siirecine dahil olan kisilerin ¢ocuklartydi.
1835 yilinda, mithendislik okulunun &gretmenlerinden Haci1 Omer Efendinin oglu
Bekir Bey, Londra'ya egitim i¢in gonderildi. Kibrisli Mehmed Emin Pagsa (1813-
1871) ise, hazine memuru olan amcasi Mehmed Emin Efendi sayesinde Enderun'a
girdi. Kibrishh Mehmed Emin Pasa, 1833-1834 yillar1 arasinda Londra ve Paris'te
egitim aldi. Geri dondiigiinde, orduda goérev yapti. Bir donem, Osmanli 6grencilerin

egitimlerini denetlemek ve tamamlamak {izere tekrar Paris'e gonderildi. 1839 yilinda
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Istanbul'a dondii. Oncelikle Tophane'de albay olarak atanmus, ardindan Tuggeneral
riitbesiyle Tophane Konseyi Uyesi olmustur (1839-40). Daha sonra cesitli askeri
pozisyonlarda ve valiliklerde gorev almig, Londra'da elgilik yapmistir. Tanzimat
Meclisi'ne ve Vala-y1 Ahkam-1 Adliye Meclisi'ne baskanlik etmistir. 1854, 1858 ve

1860 yillarinda Sadrazam olarak gorev yapmustir.

Ali Riza Pasa (1860-1932) ise Tiirk siyasetinde one ¢ikan bir figiirdii. Emekli Kaptan
Tahir Efendi'nin oglu olarak dogmustur. Askeri Akademi'den (Mekteb-1 Harbiye) en
1yl 0grenci olarak mezun olarak kariyerinin basinda 6nemli bir basar1 elde etmistir.
Askeri Akademi'de Ogretmenlik yaptiktan sonra, uzmanlagmak icin Almanya'ya
gonderilmis, yetenekli bir subay olarak geri donmiistiir. Ali Riza Pasa, geri
dondiigiinde Genelkurmay Baskanligi, Askeri Tarith ve Strateji 6gretmenligi gibi
onemli pozisyonlar iistlenmistir. Ayrica, savas, deniz, kamu isleri ve igisleri bakani
olarak cesitli askeri gorevler ve ordu komutanliklar1 da yapmistir. Sadrazam olarak

da gorev almistur.

Ahmet Vefik Pasa (d. 1891), 19. yiizy1l ortalarinda Osmanl Imparatorlugu'nun
onemli bir entelektiieli ve devlet adamiydi. Babast Ruhuddin Efendi, diplomatik
terciiman olarak gorev yaparak geng Ahmet Vefik'in farkl kiiltiirlerle tanigmasini
sagladi ve Avrupa'ya olan ilgisini artirdi. 1834 yilinda babasmin gorevi nedeniyle
Paris'e yaptig1 yolculuk ve Saint Louis Lisesi'ndeki ii¢ yillik egitimi, entelektiiel
birikimini derinlestirdi ve Bati kiiltiiriine olan ilgisini artirdi. Ahmet Vefik Pasa,
Istanbul'a dondiigiinde, Terciime Ofisi'nde calist1 ve daha sonra Londra elciligi gibi
cesitli diplomatik gorevlerde bulundu. Valilik, bakanlik pozisyonlar1 ve Meclis-i Vala
ve Slra-y1 Devlet iiyelikleri gibi 6nemli devlet hizmetlerinden sonra, Basvekil

unvanini listlenmis ve II. Abdiilhamid doneminde Sadrazam olarak gdrev yapmustur.

Ayrica, yurtdisinda egitim alan O68renciler arasinda akrabalik iligkileri de vardi.
Ornegin, Osman Hamdi Bey'in, Ibrahim Edhem Pasa'min oglu olarak devlet
bursundan faydalanmistir. Benzer sekilde, Vicen Vigenyan, Serope Vigenyan'm oglu
olarak burs almis ve Abdulaziz doneminde egitim almistir. Serope Vigenyan,
Osmanli-Armenian bir doktor ve entelektiiel olup, Osmanli imparatorlugu'nun Bat1
egitimi i¢in gonderdigi ilk Ogrencilerden biri olarak, 19. ylizyildaki modernlesme

¢abalarina katkida bulunmustur.
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1864 yilinda, Askeri Sura (Dar-1 Stra-y1 Askeri), Istanbul'da edinilen teorik bilgilerin
pratik uygulamasi i¢in Askeri Akademi (Mektebi Harbiye) ve Tip Okulu (Mektebi
Tibbiye) mezunlarmin Bati iilkelerine gonderilmesinin 6nemini vurgulamistir. Sonug
olarak, bu kurumlardan mezun olan subaylar ve doktorlar Londra, Viyana, Berlin, St.
Petersburg ve Paris gibi sehirlere gonderilmistir. Mevcut stajlar arasinda, tip
alanindaki stajlar 6zellikle 6ne ¢ikmistir. Bu stajlar, 6grencilerin teorik bilgilerini
uygulamaya koymalarina ve Bati tip uygulamalarin1 yakindan godzlemlemelerine
olanak tanmmisti. Bu tiir deneyimler, Osmanli Imparatorlugu igindeki tibbin
gelisimine katkida bulunmus ve Bati tibbi standartlarinin Osmanli topraklarina

uyumunu kolaylastirmistir.

Fransa'dan donen hekimler genellikle tip okullarinda uzmanlik alanlarinda 6gretmen
olarak istihdam edilmistir. Ismail Pasa (1812-1871), Fransa'da egitim alan ve basarili
bir sekilde Cerrahi Okul'dan mezun olan O6nemli bir hekimdir. Egitimini
tamamladiktan sonra, iilkesine dondii ve Cerrahi Departmani'nin miidiirii olarak
atanmistir. Nuri Kenan, 1869 yilinda Tip Okulu'ndan mezun olmustur. Ardindan,
Askeri Tip Okulu'nda i¢ Hastaliklar1 Klinigi'nde yardime1 8gretim gdrevlisi olarak
gorev yapmistir. Diger birgok hekim gibi Abdi Siileyman da Fransa'da tip alaninda
uzmanlasmistir. 1871 yilinda Tip Okulu'ndan mezun olduktan sonra, dermatoloji
alaninda uzmanlagmak {izere Fransa'ya gonderilmistir. Egitim siiresi boyunca,
botanik alaninda basarili bir sekilde doktora yapmistir. Geri dondiiglinde, veterinerlik
derslerinde botanik Ogretmeni olarak atanmisti. Bu hekimlerin deneyimleri,
Fransa'daki tip egitimi gelenegini ve geri dondiiklerinde yaptiklar1 katkilar:

orneklendirmektedir.

Hasan Mazhar, 1845-1920 yillar1 arasinda yasamis Tiirk bilim insaniydi. Yurt disinda
egitim alarak, ziraat ve veterinerlik alanlarinda uzmanlagms, 6zellikle modern tarim
tekniklerini ve hayvan yetistiriciligi yontemlerini Osmanli topraklarma getirmistir.
Bunun yanmi swra, Hasan Mazhar, Paris’teki egitimi sirasinda, tarim konusunda
yenilik¢i fikirler edinmis ve doniisiinde bu bilgileri, Osmanli Imparatorlugu nun

tarimsal liretkenligini artrmak amaciyla uygulamaya koymustur.
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Yurtdiginda egitim alan Osmanli 6grencilerinin deneyimleri, devletin modernlesme
cabalarina 6nemli katkilarda bulunmustur. Ogrenciler, déndiiklerinde kendi
alanlarinda edindikleri yeni bilgileri ve deneyimleri aktarmis, bu bilgileri Osmanli
devletinin ¢esitli kurumlarinda uygulamaya koymuslardir. Bu doniisler, yalnizca
bireysel kariyer gelisimi agisindan degil, ayn1 zamanda devletin modernlesme siireci
acisindan da kritik 6neme sahiptir. Osmanli Imparatorlugu’ndaki sosyal ve siyasi
degisimlerin yaninda, bu Ogrencilerin doniisleri, toplumsal yapida da Onemli

degisikliklere yol agmustir.

Sonug olarak, yurtdisinda egitim alan Osmanli 6grencileri, sadece kendi kariyerlerini
degil, ayn1 zamanda Osmanli toplumunun modernlesmesini de etkilemislerdir.
Egitim aldiklar1 iilkelerdeki bilimsel ve teknolojik yenilikleri {ilkeye tasiyarak,
Osmanli Imparatorlugu’nun Bat1 ile olan iliskilerini derinlestirmis, modern egitim
sistemlerinin  gelismesine katkida bulunmusglardi. Bu baglamda, Osmanli
ogrencilerinin yurtdisindaki deneyimleri hem bireysel hem de toplumsal diizeyde

onemli bir doniisiim siirecini simgelemektedir.

Sonuc¢

Hem Osmanli Imparatorlugu hem de Qing Hanedani, Bati egitimi ve becerileri
kazanmak i¢in Ogrencileri yurt disina gondererek toplumlarini modernlestirmeyi
hedeflemislerdir. Osmanlilar, askeri ve idari yapilar1 modernize etmeye yardimci
olabilecek Bat1 egitimi almis memurlar ve uzmanlardan olusan bir kadro olusturmay1
amaclamiglardir. Benzer sekilde, reformist liderlerin etkisi altinda Qing Hanedan,
Cin Egitim Misyonu’nu (CEM) modern askeri teknikler ve diger 6zel alanlarda

uzmanlik gelistirmek i¢in bir yol olarak gormiistiir.

Qing Hanedaninin ilk modernizasyon donemi, Bati giiclerine ve i¢ karisikliklara
kars1 Cin'in savunmalarmni giiclendirme ihtiyacindan kaynaklanan askeri egitime
odaklanmisti.  Osmanli  Imparatorlugu, muhtemelen daha gelismis askeri
teknolojilerden faydalanarak, sadece askeri modernizasyonu degil, ayn1 zamanda
devletin ¢esitli yonlerini reforme etmek i¢in idari ve teknik egitimi de vurgulayarak

daha kapsaml1 bir modernizasyon yaklasimini benimsemistir.
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Qing Hanedani’'nin CEM o0grencileri, daha ciddi engellerle karsilasmistir.
Baslangicta vaat edilenlere ragmen, ABD askeri akademilerine kabul
edilmemislerdir; bu durum, Li Hongzhang’in orijinal planindan bir sapma olarak
goriilmiistiir. Bu reddedilme, Burlingame Antlagsmasi'nin ihlali olarak algilanmis ve
Sino-Amerikan iligkilerini olumsuz etkilemis, CEM’in nihai olarak sona ermesine
katkida bulunmustur. Ayrica, Qing Ogrencileri kiiltiirel ve dini zorluklarla da
kargilasmiglardir.  Bati  geleneklerini  benimsemeleri, Hristiyan etkinliklerine
katilmalar1 ve Cin ¢alismalarmi ihmal etmeleri, muhafazakar yetkililer ve toplumun
baz1 kesimleri tarafindan sert elestirilerle karsilasmalarina neden olmustur. Bu
kiiltiirel asimilasyon, geleneksel degerlere bir tehdit olarak goériilmiis ve misyonun
sona ermesinde dnemli bir rol oynamustir.

Ogrencilerin kendi iilkelerine doniisleri, daha fazla karsitliklar1 ortaya ¢ikarmustir.
Osmanl 6grencileri dondiiklerinde, bazen gelenekg¢ilerden direnisle karsilagsalar da
askeri ve idari yapilar icinde entegre olmay1 basarmiglardir. Bat1 egitimi, hemen etkili
bir modernlesmeye doniismese de gelecekteki reformlar i¢cin zemin hazirlamistir.
Onemli figiirlerden bazilari, Tanzimat reformlarnda &nemli bir rol oynayan
Sadrazam Ibrahim Edhem Pasa ve askeri reformlara onemli katkilarda bulunan

Mehmed Ali Pasa'dur.

Cin’in Ogrencileri ise daha zor bir yeniden entegrasyon silireci yasamuslardir.
Doniiglerinde hem hiikiimet hem de toplum tarafindan siiphe, goézetim ve kotii
muameleyle karsilasmiglardir. Birgok Ogrenci, Bat1 egitimlerini Cin gelenekleriyle
uzlastirmakta zorluk cekerek bir kimlik krizi yasamistwr. Bu kiiltiirel kopukluk,
onlarin hemen etkili olmasimi engellemis, ancak onemli bir kismi1 sonradan Cin'in
modernizasyon ¢abalarinda kilit rol iistlenmistir. Ornegin, bir CEM 6grencisi olan
Zhan Tianyou, ilk Cin yapimi demiryolunun ingasmi yoneten oncii bir miithendis

olmustur. Tang Shaoyi ise Cin Cumhuriyeti'nin ilk Bagbakan1 olmustur.

Bu egitim misyonlarinin uzun vadeli etkileri, her iki imparatorluk i¢in de derin
olmustur. Osmanli Imparatorlugu’nda, geri dénenler Tanzimat reformlar1 ve sonraki
modernizasyon cabalarinda 6nemli roller iistlenmislerdir. Bat1 egitimi, geleneksel
Osmanli yonetimi ile modern idari uygulamalar arasindaki boslugu doldurmaya

yardimci olmugtur.
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Qing Hanedani i¢in, CEM o&grencilerinin erken deneyimleri, kiiltiirel entegrasyon ve
modernizasyon zorluklarin1i gozler Oniline sermistir. Bir¢ok kisi baslangicta
zorluklarla karsilagsa da uzmanliklar1 sonraki reformlar sirasinda, 6zellikle 1905°te
imparatorluk smav sisteminin kaldirilmasindan sonra 6nemli hale gelmisti. CEM
mezunlari, erken Cumhuriyet doneminde diplomasi, askeri ve sanayi alanlarinda

ilerlemelere katkida bulunmuslardir.

Osmanlt ve Cin egitim misyonlarmin karsilastirmali analizi, Bat1 tehdidi karsisinda
kiiltiirel entegrasyon ve modernizasyonun karmasikliklarin1 vurgulamaktadir. Her iki
imparatorluk, zayiflayan yapilarmnin giiclendirilmesi i¢in Bat1 bilgisini benimsemenin
gerekliligini kabul etmis, ancak toplumlarindaki muhafazakar unsurlardan onemli
direngle karsilasmislardir. Osmanli Imparatorlugu ve Qing Hanedani, Bat1 bilgisini
benimsemeyi bir gereklilik olarak diisiinmiislerdir. Qing hanedanligi Bat1 egitimi
almis yetkililere kars: dnyargisini Osmanli Imparatorlugu'na kiyasla daha uzun siire

asmistir.
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19. yiizyllda Osmanli imparatorlugu ve Qing Hanedan: tarafindan yurt dismna
gonderilen G6grencilerin deneyimlerini incelerken 6nemli zitliklar ve benzerlikler
ortaya c¢ikmaktadir. Bu farkliliklar, modernlesme, kiiltiirel entegrasyon ve
uluslararas1 diplomasi gibi daha genis temalar1 yansitmaktadwr. Bu boliim, bu
bulgular1 sentezleyerek iki imparatorlugun stratejilerini ve uzun vadeli etkilerini

karsilagtirmaktadir.

Cin ve Osmanl hiikiimetleri, askeri ve teknik yeteneklerini modernlestirmenin
onemini kabul etti. Bu nedenle, 68rencilerini Bat1 iilkelerine gonderdiler. Ancak, bu
girisimlerin  metodolojileri, hazirhiklar1 ve sonuglari, tarihsel ve kiiltiirel

baglamlarindan dolay1 6nemli 6l¢iide farklilik gosterdi.

Iki grup arasindaki dikkat ¢ekici bir fark, dgrencilerin yaslar1 ve yasam diizenleriydi.
Cinli 6grenciler genellikle 12 ila 15 yaslar1 arasinda olup, Amerika'daki ailelerle
konakliyorlardi. Bu aileler, 6grencilerin ortaokul ve liseye ge¢meden Once temel
egitim almalarim sagliyordu. Yiizyilin ilk yarisinda, Osmanli Imparatorlugu'ndan da
geng Ogrenciler yurt disma gonderildi. Ancak, Osmanl 6grencileri genellikle daha

yaslydi, 6zellikle Abdiilhamid II doneminde genellikle 20'li yaslarindaydilar.

1872'de Cinli 6grenciler Amerika'ya gonderilmeden once, Sanghay'daki bir hazirlik
okuluna devam ettiler ve burada temel egitim ve dil egitimi aldilar. Bu 6n hazirlik,
onlar1 yabanci bir ortamda basarili olmalar1 i¢in gerekli becerilerle donatmay1
amacliyordu. Buna karsilik, Osmanli 6grencileri Avrupa iilkelerine gonderilmeden
once boyle bir hazirlik kurumuna sahip degildi. Osmanl imparatorlugu iginde kendi

alanlarinda bazi 6n egitimler almislardi, ancak kapsamli dil egitimi eksikti. Paris
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orneginde, Osmanli Imparatorlugu 1857'de Mekteb-i Osmani'yi actl. Bu durum Misir
okullarmm bu agig1 kapatma g¢abalarmin bir uzantisiydi. Dolayisiyla Osmanli
Ogrencileri, Fransiz egitim kurumlarma girmeye caligmadan once, Fransizca dil
becerilerini gelistirmek i¢in 6nce Misirlilar tarafindan kurulan hazirlik okullarina,

ardindan da Mekteb-i Osmani'ye katildilar.

Her iki grup da yurt disinda askeri egitim alirken 6nemli zorluklarla karsilasti. Cinli
ogrenciler, Ozellikle wk ayrimciligi nedeniyle askeri okullardan diglanma ile
karsilagtilar.  Hedefledikleri teknik egitim engellendi. Osmanli 6grencileri ise
Fransa'da yeterli hazirlik egitim seviyesine ulasamadiklar1 i¢in engellerle
karsilagtilar. Cinli 6g8renciler, dogrudan etnik kimlikleri nedeniyle dislanirken,
Osmanli 6grencileri genellikle egitim ge¢mislerinin gereken standartlara uymamasi

nedeniyle zorluk yasadilar.

Kiiltiirel asimilasyonu oOnlemek amaciyla, Cin hiikiimeti Ogrencilerin kiiltiirel
kimliklerini korumak i¢in 6nlemler aldi. Cin Egitim Komisyonu (CEM), dgrencilerin
Cin ¢alismalari, dili ve Konfligyanizmi 6grenmeye devam etmelerini sagladi. Bu
egitimi denetlemek iizere Chen Lanbin gibi geleneksel egitimli komisyon iiyeleri
gonderildi. Osmanli Imparatorlugu da Hoca Tahsin ve Selim Sabit Efendi gibi
ogretmenler gondererek Tirkge dersleri vermelerini sagladi. Cinlilerin aksine,
Osmanli egitimcileri kendileri de “O08renci” konumundaydilar ve Osmanli
Imparatorlugu'ndaki Dariilfinun'da &gretmen olmak iizere yetisme gorevine

sahiptiler.

Ayrica, Cinli 6grencilerin  konakladigi ailelerin ¢ogu Hristiyan'di. Ogrenciler,
Hristiyan kiliselerine katildilar ve dini hizmetlere istirak ettiler. Birka¢ Cinli 6grenci

Hristiyanlig1 kabul etti.

Hem Osmanli Imparatorlugu'nda hem de Cin'de yurt dismna génderilen dgrenciler
arasinda ailevi baglantilar1 olanlar vardi. Ancak, bu iligkilerin arkasindaki dinamikler
ve motivasyonlar belirgin sekilde farkliydi. Cin'de yurt dis1 egitimi basvurularinda
yetersiz bir ilginin olmasi nedeniyle benzersiz bir yaklasim sergilendi. CEM'in

onciisii Yung Wing ve Bati egitimi almis diger bireyler, akrabalarini ve sosyal

187



cevrelerini ¢ocuklarint gondermeye ikna ettiler. Bu ikna c¢abalar1 sonucunda,

ogrencilerin cogunlukla ailevi ve sosyal baglantilar1 oldu.

Buna karsiik, Osmanli imparatorlugu'nda, yurt disinda egitim goren ogrenciler
arasinda akrabalik iligskilerinin olusumu daha ¢ok yerlesik geleneklerin bir sonucu
olarak ortaya ¢ikti. Bu, daha Once yabanci egitim almis veya yurtdisinda gorev
yapmis babalarin ¢ocuklariydilar. Benzer sekilde, kardesler ve akrabalar birbirlerini
etkileyerek aile i¢inde yurt disinda egitim alma gelenegini olusturdu. Bu uygulama

daha organik ve mevcut aile miraslar1 tarafindan yonlendiriliyordu.

Dénitislerinde, bu 6grencilerin kariyer yollari, bu iki girisimin farkliliklarini daha da
belirgin hale getiriyor. Osmanli 6grencileri, genellikle doniislerinin hemen ardindan
etkili askeri, idari ve sanatsal pozisyonlar elde ederek uluslarinin modernlesme
cabalarma onemli katkilarda bulundular. Bu basarili entegrasyon, kismen sosyo-
ekonomik gecmislerine atfedilebilir. Ogrencilerin ¢ogu cogunlukla kozmopolit
Istanbul'dan gelen devlet hizmetinde c¢alisan ailelerin gocuklariyd: ve yabanci
kiiltlirlere ve etkilesimlere aliskindilar. Buna karsin, Cinli 6grenciler yeniden
entegrasyon siireclerinde daha zorlu bir siirecle karsilastilar. Hiikiimet ya da toplum
tarafindan sicak bir sekilde karsilanmadilar ve bu durum, Bat1 egitimine kars1 genel
bir isteksizligi yansitti. Bu 6grenciler ¢ogunlukla ticaret sehirleri olan Kanton'dand1
ve genellikle alt sosyal katmanlardan, tiiccar ¢ocuklariydilar. Bu durum, geri
dondiiklerinde nasil algilandiklar1 ve muamele gordiikleri iizerinde etkili olmus
olabilir. Cin girigimi, Kkiiltiirel asimilasyon korkular1 ve i¢ direnis nedeniyle
nihayetinde basarisiz oldu ve 1881'de planlanan on bes yilin yalnizca dokuzunda
ogrencilerin geri cagrilmasiyla sonuglandi; Osmanli 6grencileri ise kabul edildi ve

yiiksek riitbeli pozisyonlara entegre oldular.

Sonug olarak hem Cin hem de Osmanli imparatorluklari, genclerini Bati'da egitme
konusunda iddiali programlar baslatmistir., Ancak, Osmanli yaklagimi nihayetinde
daha siirdiiriilebilir bir modernlesme cabasina daha iyi entegre olmustur. Cin'in
deneyimi yenilik¢i olsa da, kiiltiirel ve politik engeller tarafindan smirlanmig; bu
durum her iki baglamda gelenek ile modernlesme arasindaki karmasik etkilesimi

gozler oOniine sermektedir. Farkli sonuclar, uluslararasi egitim girisimlerinin
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basarisinda hazirlik destegi, sosyo-ekonomik arka plan ve kiiltiirel entegrasyon gibi

kritik faktorlerin 6nemini vurgulamaktadir.
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